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Children’s	 lives	 have	 changed	 due	 to	 the	 increased	 access	 to,	 and	 focus	 on,	
information	 technology	 in	 contemporary	 western	 cultures.	 These	 new	 technologies	
enable	 children	 to	 access	 new	 forms	 of	 content,	 and	 they	 provide	 them	 with	
opportunities	to	contribute	their	own	digital	texts.	Despite	this,	there	have	been	few	




This	 inquiry	 examines	 the	 literacy	 practices	 of	 six	 Year	 5	 children	 during	 the	
construction	of	their	own	digital	literary	texts.	It	draws	on	two	events	–	the	children’s	
deconstruction	of	 two	digital	 literary	 texts,	and	 the	subsequent	construction	of	 their	







Two	 complementary	 theoretical	 frames	 inform	 this	 qualitative	 inquiry;	 literacy	 as	




The	 findings	 of	 this	 inquiry	 show	 how	 the	 previous	 literacy	 experiences	 of	 the	
participants	 invited	 particular	 forms	of	 literate	 practices.	 Further	 how	digital	 literary	
























































































































































































































































































Understanding	 the	 literacy	practices	 required	 to	construct	digital	 text	plays	a	central	
role	in	children’s	literacy	experiences.	This	 inquiry	examined	what	literacy	practices	a	
group	of	 six	primary	 aged	 children	utilised	 to	 construct	digital	 literary	 texts,	 a	 genre	
included	 in	 current	 Australian	 Curriculum	 English	 policy	 (Australian	 Curriculum	
Assessment	 and	 Reporting	 Authority	 (ACARA),	 2015).	 This	 qualitative	 case	 study	
responded	 to	 a	 need	 for	 more	 research	 that	 explores	 the	 relationship	 between	
children’s	text	construction,	digital	writing	practices	and	literary	texts.	Increased	focus	
in	 this	 area	 creates	 new	 possibilities	 for	 theory,	 policy	 and	 practice	 to	 increase	 our	
understanding	 of	 how	 children	 as	 young	 authors	 can	 create	 and	 share	 meaning	 in	
literary	texts	using	the	digital	environment.		
Purpose		
The	purpose	of	 this	qualitative	case	study	was	to	explore	 the	 literacy	practices	of	six	










2.	 How	 do	 these	 six	 Year	 5	 children	 select	 and	 utilise	 resources	 during	 the	 digital	
literary	text	construction?	
To	understand	how	the	participating	children	constructed	digital	 literary	texts,	 it	was	
necessary	 to	 identify	 and	 explore	 the	 myriad	 of	 resources	 they	 accessed	 and	 how	






In	 February	 2010	 the	 Australian	 federal	 government	 released	 the	 draft	 National	
Curriculum:	 English	 (2010;	 now	 known	 as	 the	 Australian	 Curriculum:	 English	 (AC:E))	
(ACARA,	 2015).	 This	 document	 outlines	 the	 future	 direction	 of	 English	 education,	
recognising	that	Australian	children	will	need	to	interact	in	a	global	and	technological	
environment,	 and	will	 need	 to	 use	 language	 to	 communicate	 across	 an	 increasingly	
broad	repertoire	of	spoken,	written,	multimodal	and	digital	 texts	 (Commonwealth	of	
Australia,	2009).		
The	 curriculum	 expectations	 of	 the	 AC:E	 highlight	 the	 changing	 nature	 of	 literacy	




For	 example,	 the	 Australian	 Bureau	 of	 Statistics	 (2016)	 reports	 that	 in	 Australia	 in	
2014–2015,	 86%	 of	 all	 households	 across	 the	 nation	 had	 access	 to	 the	 Internet.	 In	
those	households,	97%	had	children	aged	15	and	under	with	most	of	these	households	
accessing	 the	 Internet	using	a	computer	 (94%),	mobile	or	smart	phone	 (86%)	and/or	
tablet	device	(62%).	Further,	in	schools,	federal	and	state	governments	have	invested	
heavily	in	digital	technology	through	education	policies	and	financial	commitments	to	
initiatives	 such	 as	 the	 $2.2	 billion	 Digital	 Education	 Revolution	 (DEEWR,	 2008),	
designed	 to	 provide	 children	with	 access	 to	 their	 own	 device	 in	 schools.	 As	 a	 result	
some	students	across	Australia	are	using	school	and	personal	devices	daily	as	part	of	
regular	 instruction.	 For	 educators,	 policies	 are	 providing	 some	 guidance	 on	 the	
application	 of	 digital	 devices	 and	 information	 technology	 in	 the	 curriculum.	
Information	 and	 communication	 technology	 (ICT)	 is	 a	 both	 a	 separate	 Key	 Learning	
Area	(KLA)	and	a	General	Capability	in	the	new	Australian	Curriculum	policy.	The	use	of	
ICT	is	interwoven	throughout	all	schooling	years	and	KLAs	of	the	Foundation	to	Year	10	
curriculum.	 Additionally,	 digital	 technology	 is	 implemented	 directly	 as	 part	 of	 the	
English	 curriculum	where	 students	 are	 expected	 to	 listen,	 read,	write,	 interpret	 and	
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evaluate	digital	 texts	 (ACARA,	2015).	 It	 is	 crucial,	 therefore,	 that	 educators	have	 the	
understanding	 and	 capacity	 to	 integrate	 technology,	 and	 the	 practices	 employed	 to	
use	them	successfully	throughout	literacy	learning.		
The	 implementation	 of	 digital	 technology	 in	 the	 English	 curriculum	 is	 complex	 and	
often	hard	to	realise.	Burnett	and	Merchant	(2015)	argue	that	despite	curriculum	shifts	
affecting	 the	 important	 nexus	 between	 digital	 technology	 and	 literacy,	 literacy	
education	 still	 tends	 to	 privilege	 traditional	 literacy	 skills	 and	 printed	 texts.	 They	
explain	 that	 curriculum	 policy	 often	 provides	 little	 guidance	 about	 the	 practices	
students	must	 enact	 to	 be	 successfully	 literate	 in	 the	 digital	 space,	 with	 curriculum	
statements	 instead	 often	 limited	 to	 future-oriented	 and	 aspirational	
recommendations.		
The	 rapid	 advancement	 of	 technology	means	 print-based	 literacy	 practices	 now	 co-
exist	with	new	digital	 practices	 that	will	 constantly	 grow	as	 technology	 continues	 to	
expand.	As	a	result	educators	are	required	to	teach	 literacy	within	the	entanglement	
of	 digital	 and	 non-digital	 practices.	 Edwards-Groves	 (2011)	 found	 that	 for	 many	
educators,	 their	 personal	 familiarity	 and	 their	 capacity	 to	 access	 and	 utilise	 digital	
technology	often	determines	the	extent	to	which	they	 incorporate	digital	 technology	
into	literacy	teaching	and	learning.	Such	findings	illustrate	the	complexity	of	the	role	of	
digital	 technology	 in	 literacy	education	and	the	need	to	support	educators	 to	ensure	
that	 the	 use	 of	 digital	 technology	 in	 literacy	 education	 prepares	 students	 for	 a	
changing,	interconnected	world	(Burnett,	Merchant,	Pahl	&	Rowsell,	2014).		
With	 the	 increased	attention	 to	digital	writing	 in	AC:E	policy,	 this	 inquiry	 focused	on	
exploring	the	literacy	practices	associated	with	the	construction	of	digital	texts.	While	
some	 research	 has	 identified	 that	 writing	 digitally	 differs	 from	 print	 composition	
(Edwards-Groves,	2012;	Grabill	&	Hicks,	2005;	Cope	&	Kalantzis,	2000;	Matthewman	&	
Triggs,	2004;	Merchant,	2007)	there	is	still	work	to	be	done	gathering	evidence	about	
the	 particular	 writing	 practices	 required.	 Given	 children’s	 lives	 now	 include	








Li,	 2011)	 and	media	 (e.g.,	 Burns	&	Durrant,	 2007;	 Jenkins,	 2006;	 Snyder	&	 Prinsloo,	
2007).	 Little	 is	 known	 about	 the	 construction	 of	 digital	 literary	 texts.	 Within	 the	





were	 shared	 in	 the	 past,	 more	 recently	 digital	 platforms	 have	 evolved	 to	 provide	
another	 space	 for	 children	 to	 share,	 engage,	 interpret	 and	 construct	 literary	 texts.	
Computers,	tablets	and	smartphones	are	now	common	digital	formats	of	literary	texts	
(Yokota	&	 Teale,	 2014).	 This	 has	 introduced	possibilities	 for	 new	 and	more	 complex	
literary	 texts.	 Whilst	 the	 AC:E	 acknowledges	 the	 connective	 nature	 of	 literary	 texts	
with	the	digital	 space	with	 its	emphasis	on	 literary,	digital	and	multimodal	 texts	as	a	
significant	 text	 form	 for	 construction,	 recontextualising	 these	 in	 connection	with	 the	
literacy	practices	expected	by	 the	new	curriculum	presents	challenges	 for	educators.	
Narrator	voice	overs,	hyperlinks,	animation	and	sound	effects	are	some	features	used	




elements,	 informed	the	design	of	 this	 research	 inquiry.	With	 increasing	pressures	on	
schools	 and	 educators	 to	 ensure	 their	 students	 are	 skilled	 in	 the	 practices	 and	
understandings	 associated	 with	 digital	 writing,	 there	 have	 been	 calls	 for	 further	







Understanding	 the	 researcher’s	 own	 background,	 bias	 and	 experience	 in	 connection	
with	the	 inquiry’s	 focus	assists	 in	understanding	how	they	have	 informed	the	design,	
implementation	and	outcomes	of	the	inquiry.	In	positioning	this	inquiry	for	the	reader,	




Firstly,	 through	my	12	years	of	experience	as	a	primary	school	 teacher	 in	Australia,	 I	
developed	 an	 interest	 in	 observing	 and	 exploring	 children’s	 literacy	 learning.	 I	 have	
worked	with	children	in	the	first	year	of	school	and	in	Years	5	and	6	(the	last	years	of	
primary	school).	In	this	time	I	have	learned	that	to	truly	provide	an	authentic	literacy	
experience	 for	 all	 children,	 we	 need	 to	 understand	 them	 as	 learners.	 We	 need	 to	
observe	their	interests,	beliefs,	motivations,	choices	and	skills.	As	a	teacher,	I	worked	
to	develop	literacy	experiences	based	on	what	I	knew	about	the	children	as	I	worked	in	
partnership	 with	 their	 homes	 and	 communities	 to	 provide	 authentic	 and	 real-life	




throughout	 my	 career.	 I	 worked	 in	 a	 range	 of	 leadership	 positions.	 They	 included	
leading	individual	schools	as	a	literacy	coordinator,	overseeing	networks	of	schools	as	
a	 literacy	 coach,	 and	 coordinating	 over	 181	 schools	 as	 a	 regional	 literacy	 officer.	 In	
each	 of	 these	 positions	 my	 drive	 to	 support	 schools	 and	 teachers	 to	 improve	 the	
literacy	 learning	 of	 their	 students	 was	 underpinned	 by	 a	 belief	 that	 although	 new	




way,	 educators	 are	 best	 placed	 to	 deal	 with	 such	 changes	 by	 working	 as	 unofficial	
ethnographers	of	 sorts,	 gathering	data	on	children’s	 learning,	 reading	 literature,	and	
using	 the	 understandings	 they	 gain	 by	 doing	 so	 to	 inform	 best	 practices	 for	 their	
classrooms.		





many	 educators	 were	 provided	 with	 very	 little	 training,	 which	 resulted	 in	 a	 lack	 of	
confidence	 as	 to	 how	 best	 to	 use	 this	 technology	 in	 their	 literacy	 teaching.	
Consequently,	much	of	the	teaching	remained	print	focused,	with	worksheets	scanned	




as	 I	 contemplated	 the	possibilities	 for	 technology	 in	 literacy	 teaching	 and	 learning.	 I	
remember	thinking	then	that	technology	wasn’t	 really	a	tool	 for	 literacy	 learning	but	
rather	a	means	to	change	how	meaning	is	created	and	distributed.	While	this	turbulent	
time	 left	 many	 questions	 unresolved,	 it	 fuelled	 my	 passion	 for	 learning	 about	 how	
technological	 advancements	 could	 shape	 the	 literacy	 practices	 of	 young	 literacy	
learners.		
My	personal	life	and	career	underwent	a	change	with	my	family’s	move	to	the	South	
Coast	 of	 New	 South	 Wales.	 I	 left	 the	 primary	 school	 sector	 and	 began	 working	 in	
teacher	education	at	the	University	of	Wollongong.	During	this	time	I	had	the	privilege	
of	working	alongside	two	academics	driven	by	a	passion	for	researching	literacy	within	
classrooms	 by	 learning	 about	 the	 practices	 of	 children	 as	 literacy	 learners	 to	




in	 answering	 some	 of	 the	 unanswered	 questions	 from	 my	 teaching	 and	 leadership	
experiences.	 This	 was	 coupled	 with	 a	 visit	 from	 Professor	 Donald	 Leu	 in	 2012.	
Professor	Leu	was	working	as	a	critical	friend	on	a	colleague’s	research	project.	During	
this	 visit	 he	 spoke	 about	 his	 recent	 research	 with	 colleagues	 (Coiro,	 Castek,	 Henry,	
Zawilinski	 and	Kinzer)	 from	 the	University	of	Connecticut,	 focused	on	new	 literacies.	
He	 shared	 preliminary	 thoughts	 on	 his	 development	 of	 a	 dual	 level	 theory	 of	 new	
literacies,	 in	 which	 literacy	 was	 recognised	 as	 a	 continuously	 evolving	 practice	 with	
new	possibilities	for	 literacy	teaching	and	 learning	emerging	as	new	technologies	are	
designed	and	embraced.	My	experiences	thus	far,	and	these	conversations,	motivated	
me	 to	 begin	 my	 PhD	 study	 focused	 on	 the	 relationship	 between	 literacy	 and	
technology	and	the	possibilities	for	literary	text	construction.		
During	 the	 initial	 stages	 of	 my	 research,	 the	 AC:E	 was	 implemented.	 As	 a	 teacher	
educator	I	was	deeply	immersed	in	considering	what	this	new	curriculum	policy	meant.	
In	particular,	I	was	interested	in	the	new	skills	and	knowledge	children	were	expected	
to	 have	 and	 what	 teachers	 were	 expected	 to	 teach.	 I	 focused	my	 attention	 on	 the	










This	 inquiry	 responds	 to	 calls	 for	 further	 research	 that	 explores	 the	 nexus	 of	 digital	
technology	 and	 literary	 text	 construction.	 Prior	 research	 has	 shown	 that	 the	








practices	 and	 resources	 young	 authors	 require	 for	 constructing	 such	 digital	 text	
features.	This	is	certainly	the	case	for	the	text	form	of	digital	 literary	text,	which	as	a	
result	of	the	digital	environment	now	demands	that	new	features	be	created.		
In	 this	 inquiry	 the	 literacy	 experiences	 of	 six	 Year	 5	 children	 as	 they	 construct	 their	
own	digital	literary	texts	will	provide	insights	into	the	processes	children	engage	with,	
the	 modes	 enacted	 and	 the	 decisions	 made	 regarding	 the	 selection	 and	 use	 of	
resources	 to	 construct	 their	 own	 digital	 literary	 texts.	 The	 findings	 of	 this	 inquiry	
support	 theoretical	 perspectives	 of	 literacy	 and	 research,	 AC:E	 policy	 and	 classroom	
practice.	Understanding	 the	 literacy	practices	 that	 children	enact	 in	 consideration	of	
AC:E	requirements	is	valuable	for	educators	involved	in	the	design	and	implementation	
of	 teaching	 and	 learning	 opportunities	 required	 to	 enable	 children	 to	 successfully	
author	digital	literary	texts.	Further,	the	findings	should	provide	important	insights	into	
the	relationship	between	the	context	of	the	classroom	and	the	literacy	behaviours	of	
the	 children	 as	 they	 construct	 digital	 literary	 texts.	 Such	 insights	 provide	 valuable	





The	 theoretical	 framework	 employed	 in	 this	 qualitative	 inquiry	 is	 informed	 by	 two	






Hamilton,	 2000).	 Literacy	 as	 social	 practice	 offers	 a	 powerful	 way	 of	 theorising	 the	
relationship	 in	 this	 inquiry	 between	 the	 writing	 practices	 that	 the	 children	 enacted	
during	 digital	 literary	 text	 construction	 and	 the	 social	 structures	 within	 which	 they	
learn.		
	
As	 a	 complementary	 area	 of	 theory,	 new	 literacies	 theory	 informs	 this	 inquiry	 by	
considering	 the	 ways	 writing	 practices	 evolve	 within	 the	 digital	 environment.	 The	
theoretical	 lens	 of	 new	 literacies	 uses	 advances	 in	 digital	 technology	 to	 explore	
traditional	and	established	forms	of	 literacy	as	well	as	those	that	are	developing	and	
evolving	based	on	technology	(Kalantzis	&	Cope,	2012;	Lankshear	&	Knobel,	2011;	Leu	






social	 context	 of	 learning	 within	 the	 environment	 in	 which	 it	 is	 learned	 (Vygotsky,	
1986).	 Because	 the	 inquiry	 examined	 the	 detailed	 understandings	 of	 six	 children	 in	
their	 respective	 environments,	 a	 deep	 understanding	 of	 current	 practices	 in	 their	
learning	context	could	be	explored.		
The	 inquiry	 employed	 a	 qualitative	 research	 approach,	 incorporating	 ethnographic	
principles	and	case	study	methodology.	Given	the	research	site	was	a	primary	school	
classroom,	careful	consideration	of	the	sensitive	nature	of	this	site	was	required.	The	
research	 design	 was	 guided	 by	 the	 ethnographic	 principles	 of	 understanding	 and	






children;	 structured	 and	 unstructured	 observations;	 and	 artefact	 and	 work	 sample	
collection.	 These	 data	 collection	 methods,	 in	 connection	 with	 collective	 case	 study	




Data	 collection	 was	 focused	 on	 two	 planned	 literacy	 events	 designed	 to	 engage	
children	 in	 the	 process	 of	 creating	 digital	 literary	 text.	 Firstly,	 the	 deconstruction	 of	
two	 digital	 literary	 texts	 and	 secondly,	 the	 primary	 event,	 which	 flowed	 from	 this	
deconstruction,	 the	 construction	 of	 new	 digital	 literary	 texts.	 Further	 data	 were	
collected	 to	 explore	 the	 classroom	 context,	 past	 experiences	 and	 reflections	 of	 the	
participants.		
	
In	 consideration	 of	 the	 inquiry’s	 theoretical	 orientation	 based	 on	 literacy	 as	 social	
practice	and	new	literacies,	social	context	was	used	to	frame	analytical	procedures.	In	
















their	 own	 iPads,	 which	 they	 brought	 to	 school	 each	 day	 with	 the	 understanding	 it	
would	be	integrated	into	their	teaching	and	learning	activities.			
Participants:	One	teacher	and	six	children	from	this	Year	5	classroom	participated	in	
the	 inquiry.	The	 teacher,	who	had	over	20	years	of	 teaching	experience,	 selected	six	
Year	 5	 children	 to	 participate,	 based	 on	 their	 confidence	 in	 literacy	 and	 technology	
use.	All	six	children	came	from	technologically	rich	households	and	represented	a	mix	
of	 literacy	 abilities,	 with	 most	 working	 at	 or	 slightly	 above	 the	 minimum	 national	




Below	 is	 a	 list	of	 significant	 terms	used	 throughout	 the	 thesis.	 Further,	 a	 glossary	of	






events	 that	 entertain	 or	 evoke	 an	 emotional	 response	 (Derewianka,	 1991),	 told	 in	












This	 term	 is	 used	 here	 to	 describe	 the	 way	 that	 the	 participants	 use	 literacy	 to	
construct	text.	The	term	is	derived	from	the	work	on	literacy	as	social	practice	in	which	


















The	 ICSEA	 represents	 a	 numerical	 value	 relative	 to	 student	 and	 school-level	 factors	
such	 as	 demographics	 and	 family	 backgrounds.	 ICSEA	 values	 typically	 range	 from	
approximately	500	(representing	extremely	educationally	disadvantaged	backgrounds)	
to	about	1300	(representing	schools	with	students	with	very	educationally	advantaged	









This	 first	chapter	explains	 the	purpose	of	 the	 inquiry	and	outlines	 the	significance	of	
exploring	 the	 literacy	 practices	 associated	with	 digital	 literary	 text	 construction.	 The	






the	 broader	 context	 of	 education,	 the	 changing	 nature	 of	 literacies	 and	 digital	 text	
construction.	 It	 discusses	 the	nature	of	writing	 in	 a	digital	 environment	by	exploring	
the	notion	of	text,	with	a	specific	focus	on	literary	texts	and	the	common	text	features	




This	 chapter	 describes	 the	 methods	 used	 in	 data	 collection	 and	 introduces	 the	
research	site	and	participants.	Utilising	a	qualitative	case	study	approach	underpinned	
by	 ethnographic	 principles,	 data	 collection	 methodologies	 of	 teacher	 and	 child	
interviews,	 classroom	 observations,	 field	 notes	 and	 artefact	 and	 work	 sample	
collections	 are	 shared.	 The	 research	 activities	 and	 extended	 literacy	 events	 of	 data	
collection	 are	 discussed	 in	 detail.	 Each	 of	 these	methods	 is	 explained	 and	 justified.	


















questions.	 The	 process	 of	 analysis	 revealed	 important	 insights	 associated	 with	 the	
literacy	 practices	 enacted	 by	 the	 six	 Year	 5	 children	 as	 they	 constructed	 their	 own	
digital	 literary	texts.	Further,	 insights	 in	connection	to	resource	selection	and	use	are	
discussed.	 These	 understandings	 are	 presented	 as	 a	 model	 to	 guide	 resources	 for	
digital	 literary	 text	 construction.	 Implications	 for	 theory,	 policy	 and	practice	 are	 also	












Contemporary	 understandings	 of	 literacy	 are	 shaped	 by	 rapid	 technological	
advancements.	 Such	 changes	 contribute	 to	 the	 ways	 children	 learn	 and	 educators	
teach	 literacy.	 This	 inquiry	 is	 concerned	 with	 the	 literacy	 practices	 Year	 5	 children	
enact	during	digital	 literary	 text	 construction	at	 school.	The	aim	of	 this	 chapter	 is	 to	
contextualise	the	inquiry	in	connection	with	theoretical	and	research	orientations.	The	
contexts	 of	 education,	 and	 the	 changing	 nature	 of	 literacies	 and	 digital	 text	
construction,	are	examined.			
This	 chapter	 begins	 by	 positioning	 the	 inquiry	 within	 the	 theoretical	 perspective	 of	
literacy	as	social	practice.	From	this	perspective	literacy	is	conceptualised	as	referring	
to	practices	that	are	grounded	in	specific	social	and	cultural	contexts.	As	this	inquiry	is	
concerned	 with	 literacy	 practices	 in	 the	 digital	 environment,	 the	 theoretical	 and	
conceptual	 work	 of	 new	 literacies	 are	 discussed	 to	 complement	 literacy	 as	 a	 social	
practice	 to	 examine	 the	 literacy	 practices	 mediated	 by	 digital	 technology.	 This	 is	
followed	by	a	review	of	the	literature.		
In	 the	review,	 literature	associated	with	writing	 in	 the	digital	environment	will	 firstly	
be	 considered	 to	explore	how	 the	 literacy	practices	of	 digital	 text	 construction	have	
been	 researched	 and	 understood	 prior	 to	 this	 inquiry.	 The	 notion	 of	 text,	 and	
specifically	 digital	 literary	 texts	 for	 children,	 is	 then	 considered	 as	 a	 way	 to	 explore	
changes	 in	 the	ways	 texts	are	created	and	shared.	A	narrower	 focus	 then	affords	an	
exploration	 of	 the	 practices	 associated	with	 digital	 literary	 text	 elements	 of	modes,	
media,	interactivity	and	intertextuality.		
Finally,	 key	 considerations	 for	 classroom	practice	 of	 digital	 literary	 text	 construction	
are	 explored.	What	 becomes	 clear	 is	 that	 although	 literature	based	on	 the	nexus	of	
technology	 and	 literacy	 guides	 much	 of	 the	 literature	 review,	 there	 is	 a	 paucity	 of	











literacies	 perspectives.	 Literacy	 as	 social	 practice	 recognises	 that	 individuals	 and	
groups	 construct	 literacy	 in	 everyday	 life.	 The	 focus	 is	 on	 how	 literacy	 is	 used	 in	
different	 contexts	 and	 how	 it	 is	 taught,	 learned	 and	 practised	 across	 different	
communities	(Comber	&	McCormick,	1997).	Much	of	the	theorising	of	this	perspective	
has	 focused	 on	 families	 and	 out-of-school	 and	 community	 contexts	 (e.g.,	 Barton	 &	
Hamilton,	1998;	Heath,	1983;	Street,	1984).	However,	understanding	the	ways	children	
use	 literacy	 in	educational	 contexts	plays	a	 key	 role	 in	ensuring	 literacy	education	 is	
meaningful	 and	 relevant	 to	 contemporary	 societal	 and	 curriculum	 demands.	 This	







literacy	 practices	 continue	 to	 evolve,	 particularly	 in	 relation	 to	 digital	 technologies.	
New	 literacies	 researchers	 seek	 to	 explore	 the	 ways	 societies	 produce,	 negotiate,	
distribute	and	share	meaning	in	new	times,	often	looking	beyond	the	present	and	into	
the	 foreseeable	 future	 (Knobel	 &	 Lankshear,	 2014).	 Further,	 Hamilton	 (2010),	 who	
investigates	 new	 literacies,	 suggests	 focusing	on	 the	participants,	 settings,	 resources	
and	 activities	 in	 use	 in	 social	 practices.	 This	 inquiry	 is	 concerned	 with	 the	 literacy	
practices	 that	 Year	 5	 children	 use	 in	 their	 school	 context	 to	 create	 a	 literary	 text	
mediated	 by	 digital	 technology.	 Considering	 literacy	 as	 a	 social	 practice	 and	 new	
literacies	 as	 complementary	 theoretical	 perspectives	 recognises	 that	 literacy	 is	





sees	 literacy	as	a	social	practice,	acknowledging	that	 literacy	 is	highly	contextual	and	





to	 circumstances	 such	 as	 place,	 purpose,	 culture	 and	 power	 relations	 (Comber	 &	
McCormick,	 1997).	 We	 use	 a	 multiplicity	 of	 literacies	 in	 real	 world	 contexts	 to	 get	
things	 done	 (Barton	 &	 Hamilton,	 2000)	 and	 literacy	 learning	 is	 dependent	 on	 the	
contexts	in	which	it	is	learnt	(Grenfell	et	al.,	2012).	Social	contexts	organise	literacy.		
This	 view	 is	 in	 contrast	 to	 a	 technical	 or	 physiological	 literacy	 perspective,	 which	
assumes	 that	 achieving	 the	 status	 of	 being	 literate	 requires	 targeted	 psychological	
skills	and	processes	(Anderson,	1980;	Bear,	Invernizzi,	Templton	&	Johnston,	2000)	to	
decode	 and	 encode	 texts	 and	 emphasises	 letter	 word	 recognition,	 automaticity,	
schemas	and	 stages	of	 skill	 learning	 (Purcell	Gates,	 Jacobson	&	Degener,	 2009).	 This	





that	 are	 taught	 and	 mastered	 (Paris,	 2005)	 such	 as	 phonics	 and	 comprehension	
strategies.		
This	 inquiry	 considers	 that	 viewing	 literacy,	 as	 only	 a	 technical	 or	 psychological	
perspective,	 does	not	 explain	why	 some	people	 learn	 to	 read	easily	 and	why	others	
don’t,	or	the	“different	uses	to	which	different	groups	of	people	put	literacy”	(Comber	




The	 relationship	 between	 human	 practice	 and	 producing	 and	 sharing	 meaning	
(Lankshear	 &	 Snyder,	 2000)	 is	 missing	 in	 a	 technical	 and	 physiological	 literacy	
perspective.	
While	a	technical	literacy	perspective	contrasts	with	literacy	as	a	social	practice,	both	
technical	and	social	 literacy	perspectives	have	contributed	 to	 literacy	 learning	 today.	
For	 example,	 literacy	 knowledge	 and	 skills	 are	 valued	 within	 both	 perspectives,	
however	are	taught	in	different	ways.	A	technical	based	approach	views	learning	as	a	
series	 of	 discrete	 skills,	 taught	 sequentially	 through	 a	 developmental	 continuum	 of	
learning.	 There	 are	 clear	 expectations	 for	 mastery	 of	 the	 skills	 with	 a	 focus	 on	
repetition	 of	 instruction	 until	 a	 level	 of	 automaticity	 of	 the	 learned	 skill	 is	 reached	
(Anderson,	1980;	Bear,	 Invernizzi,	 Templton	&	 Johnston,	2000).	 The	 focus	on	a	 clear	
predetermined	series	of	skills	and	a	scope	and	sequence	for	teaching	these	skills	has	
been	seen	as	an	advantage	of	this	perspective	(Flint,	Kitson,	Lowe	&	Shaw,	2014).	On	
the	 other	 hand,	 social	 practice	 to	 literacy	 is	 more	 concerned	 with	 a	 contextualised	
approach	 to	 literacy	 learning.	 In	 this	 perspective	 literacy	 knowledge	 and	 skills	 are	
taught	 within	 broader	 representations	 of	 text	 with	 a	 focus	 on	 meaning	 making	
(Edwards-Groves,	2010;	Kalantzis	&	Cope,	2012).		This	perspective	is	valued	for	a	focus	
on	 access	 to	 a	 variety	 of	 texts	 for	 different	 purposes	 and	 language	 systems	 such	 as	
reading,	 writing,	 speaking	 and	 listening	 seen	 as	 interrelated	 components	 of	 literacy	
learning	 (Goodman,	 1986).	 Inquiries	 in	 how	 children	 learn	 literacy	 continue	 to	 spark	
questions	and	debate	in	research,	politics,	curriculum	policy	and	schools.		Negotiating	
these	different	perspectives	becomes	a	crucial	aspect	for	literacy	research.				
This	 inquiry	 uses	 literacy	 as	 social	 practice	 as	 its	 theoretical	 frame.	When	 literacy	 is	
viewed	as	a	social	practice,	the	scope	of	what	counts	as	literacy	broadens,	and	literacy	
practices	 across	 communication	 processes	 of	 reading,	 viewing,	 writing,	 creating,	
talking	 and	 listening,	 are	 seen	 as	 interrelating	 human	 acts	 of	making	 and	 producing	
meaning.		Literacy	in	this	way	is	therefore	always	contested	both	within	meaning	and	




Much	 of	 the	 theoretical	 and	 conceptual	 work	 of	 literacy	 as	 social	 practice	 came	
together	 in	 the	 1980s	 as	 an	 explicit	 challenge	 to	 the	 psychological	 and	 technical	
explanations	 of	 literacy	 acquisition.	 Brandt	 and	 Clinton	 (2002)	 observe	 that	
perspectives	 on	 the	 social	 practice	 of	 literacy	 gained	 momentum	 in	 the	 late	 1970s	
early	1980s	as	a	challenge	to	previous	perspectives	that	isolated	literacy	from	its	social	
and	 cultural	 contexts.	 These	 new	 views	 were	 based	 on	 the	 work	 of	 social	
anthropologists	(e.g.,	Street,	1984),	sociologists	(e.g.,	Freebody,	Luke	&	Gilbert,	1991),	
educational	ethnographers	 (e.g.,	Heath,	1983)	and	 linguists	 (e.g.,	Barton	&	Hamilton,	
1998).	 More	 recently,	 the	 perspective	 which	 views	 literacy	 as	 a	 social	 practice	 has	
come	 to	 be	 termed	 New	 Literacy	 Studies	 (NLS)	 (Gee,	 2007,	 Street,	 2003)	 and	
researchers	 (e.g.,	 Barton	&	Hamilton,	 1998;	 Janks,	 2010;	 Lankshear	&	 Knobel,	 2006;	
Pahl	 &	 Rowsell,	 2010)	 have	 explored	 what	 it	 means	 to	 think	 of	 literacy	 as	 a	 social	
practice.	Street	(2003)	explains:	
What	 has	 come	 to	 be	 termed	 the	 “New	 Literacy	 Studies”	 (NLS)	 (Gee,	 1991)	
represents	a	new	tradition	in	considering	the	nature	of	literacy,	focusing	not	so	
much	on	acquisition	of	skills,	as	in	dominant	approaches,	but	rather	on	what	it	
means	 to	 think	 of	 literacy	 as	 a	 social	 practice	 (Street,	 1984).	 This	 entails	 the	
recognition	of	multiple	literacies,	varying	according	to	time	and	space,	but	also	
contested	 in	 relations	 of	 power...and	 asking	 “whose	 literacies”	 are	 dominant	
and	whose	are	marginalized	or	resistant.	(p.	77)	
In	 this	way,	 the	 term	New	Literacy	Studies	 is	equivalent	 to	 literacy	as	 social	practice	
with	the	adjective	‘new’	indicating	a	new	paradigm	of	literacy	compared	to	what	was	
already	 established	 based	 on	 technical	 and	 psychological	 perspectives	 (Lankshear	 &	
Knobel,	2003).	The	emphasis	on	a	social-cultural	perspective	helps	explain	what	types	
of	 knowledge	 are	 necessary	 for	 effective	 literacy	 practices	 (Anderson,	 Purcell-Gates,	
Gagne	&	Jang,	2009).	
In	 respect	 to	 this	 inquiry	 the	 literacy	 practices	 that	 are	 explored	 and	 analysed	 are	
therefore	a	consequence	of	the	individual	children	within	the	inquiry	and	the	context	







Researchers	 of	 social	 theories	 of	 literacy	 often	 use	 literacy	 events	 and	 literacy	
practices	as	 the	units	of	analysis	 (e.g.,	Barton	&	Hamiliton,	1998;	Neuman	&	Roskos,	
1997;	Street	&	Baker,	2006).		Literacy	events	are	“observable	episodes”	(Barton	et	al.,	






practices	 as	 “socially	 recognised	 patterns	 of	 activity”	 (p.	 236)	 used	 through	 the	
medium	of	 texts.	More	 recently	and	specifically	 related	 to	 literacy	as	 social	practice,	
Barton,	Hamilton	and	Ivanic	(2000)	define	 literacy	practices	as	“general	cultural	ways	
of	 utilising	 written	 language	 which	 people	 draw	 upon	 in	 their	 lives.	 In	 the	 simplest	
sense,	 they	 are	 what	 people	 do	 with	 literacy”	 (p.	 7).	 Literacy	 practices	 include	 the	
construction	of	skills,	values,	attitudes	and	understandings	associated	with	texts	within	
specific	 contexts	 (Barton	 &	 Hamilton	 1998;	 Street	 1984).	 For	 this	 reason	 literacy	
practices	are	usually	 inferred	 from	observable	evidence.	This	 is	because	 they	 involve	
practices	 that	 are	 difficult	 to	 physically	 observe	 such	 as	 values,	 beliefs	 and	 feelings	
(Street,	 1993)	 and	are	 fluid	 and	 they	 change	according	 to	 the	 context	 in	which	 they	
occur	 (Barton,	Hamilton,	&	 Ivanic,	 2000).	 To	 avoid	 confusion,	 it	 is	worth	noting	 that	
literacy	 practices	 in	 this	 inquiry	 do	 not	 therefore,	 refer	 to	 something	 learnt	 by	
repetition	 or	 a	 common	 set	 of	 activities,	 but	 instead	 the	 term	 refers	 to	 the	 social	






Texts	 play	 a	 central	 role	 in	 literacy	 events	 and	 practices	 with	 the	 events	 usually	
described	according	to	those	using	texts,	and	where	and	how	texts	are	used	(Hamilton,	
2010).	 In	 this	 way	 Barton	 and	 colleagues	 (2000),	 contend	 they	 “are	 observable	 in	
events	which	 are	mediated	by	written	 text”	 (p.	 9).	 Blommaert	 (2008)	 argues	 that	 in	
many	 literacy	 studies,	 texts,	 the	products	of	 literacy,	have	been	artificially	 separated	
from	practices.	 Instead	 she	 suggests	 researchers	 should	 use	 text	 to	 uncover	 literacy	
practice	by	participants.		
This	 inquiry	 explores	 the	 literacy	 events	 and	 the	 associated	 literacy	 practices	 that	 a	
group	of	Year	5	children	enacted	during	the	construction	of	digital	literary	texts.	In	this	




may	 be	 observable,	 others,	 such	 as	 a	 child’s	 values,	must	 be	 inferred	 as	 a	 result	 of	
unobservable	beliefs	and	power	structures	(Barton,	et	al.,	2000).	In	this	way	literacy	in	








understanding	 that	 literacy	 events	 and	 practices	 change	 and	 new	 literacies	 emerge	
through	the	changing	nature	of	its	context.	In	this	inquiry,	the	changing	context	is	the	
ways	technology	may	be	utilised	in	the	construction	of	text.	
As	 a	 construct,	 new	 literacies	 theory	 is	 highly	 contested	 terrain	 with	 multiple	
standpoints	 being	 offered	 by	 scholars.	 Some	 are	 focused	 on	 the	 technological	
influences	 on	 literacy	 (e.g.	 Abraham,	 2008;	 Beavis	&	O’Mara,	 2010;	 Coiro	&	Dobler,	
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2007;	 Henry,	 2006)	while	 others	 are	 broader,	 and	more	 concerned	with	 conceptual	
and	theoretical	insights	into	the	changing	nature	of	literacy	(e.g.	Gee	2007;	Kalantzis	&	
Cope,	 2012;	 Kress,	 2003).	 Lankshear	 and	 Knobel	 (2011)	 view	 the	 term	 ‘new’	 in	 new	
literacies	 in	two	ways:	paradigmatic	and	ontological.	The	paradigmatic	view	refers	to	
the	new	research	paradigm	within	which	researchers	explore	a	more	expansive	view	of	
situated	 literacy	 that	 extends	 beyond	 technical	 and	 psycholinguistic	 processes.	 New	
Literacy	Studies	(Gee,	1991)	 is	an	example	of	this	paradigmatic	shift	where	the	‘new’	
defines	a	shift	from	an	existing	orthodoxy	of	technical	and	psychological	development	
to	 multiple	 literacies	 that	 vary	 according	 to	 time	 and	 space.	 The	 view	 of	 ‘new’	 is	
considered	as	“different	kinds	of	‘stuff’	from	conventional	literacies	we	have	known	in	
the	 past”	 (Lankshear	 &	 Knobel,	 2011,	 p.	 28)	 with	 an	 emphasis	 on	 how	 technology	
impacts	literacy-related	social	practices	and	what	new	literacy	practices	are	used	and	
required.	 The	 ontological	 concept	 emphasises	 the	 ways	 technology	 impacts	 literacy	
related	 social	 practices	 and	 considers	 what	 new	 literacy	 practices	 are	 used	 and	
required.			
Not	 all	 researchers	 are	 convinced	 that	 thinking	 in	 terms	 of	 new	 and	 traditional	
practices	is	worthwhile.	Carrington	and	Robinson	(2009)	argue	that	either/or	thinking	
about	 print	 and	 digital	 literacies	 is	 outmoded,	 as	 different	 contexts	 call	 on	 different	
skill	 sets.	 Similarly,	 Leander’s	 (2009)	 claim	 that	parallel	 pedagogy,	wherein	print	 and	
digital	 technologies	 are	 “fruitfully	 taught	 side-by-side,	 rather	 than	 the	 ‘old’	 being	 a	
precursor	to	the	new	or	being	replaced	by	it”	(p.	149)	is	a	more	useful	way	to	consider	
changes	 in	 literacy.	 Further,	 Levinson	 (1999)	 and	Manovich	 (2002)	 explain	 that	 new	
literacies	simply	connect	with	slips	and	slides	over	traditional	literacies,	suggesting	that	
there	 is	no	significant	 time	or	 space	 that	can	capture	what	 is	 traditional	and	what	 is	
new.	 Technologies,	 however,	 have	 brought	 change	 on	 an	 unprecedented	 scale	 to	
literacy	 learning,	and	although	 it	may	be	difficult	 to	determine	exactly	which	 literacy	
practices	 are	 ‘new’	 and	 which	 are	 ‘traditional’,	 acknowledging	 and	 being	 able	 to	
continuously	adapt	to	the	literacies	required	by	new	technologies	is	critical.	Lankshear	
and	 Knobel	 (2011)	 provide	 some	 useful	 guidance	 for	 considering	 this	 binary	 by	





Leu	 and	 colleagues	 (2013)	 have	 conceptualised	 New	 Literacies	 as	 a	 theoretical	
construct	to	respond	to	the	shifts	in	literacies	in	societies.	Eight	principles	underpin	the	
essence	 of	 this	 theory	 (see	 Figure	 2.2)	 as	 a	 way	 to	 explain	 the	 impact	 of	 digital	




Much	 of	 the	 research	 considered	 within	 New	 Literacies	 theory	 is	 focussed	 on	
information	and	 Internet	based	 text	 (e.g.,	 Leu	et	al	2004;	Flanagin	&	Metzger,	2010;	
Rouet,	Ros,	Gourimi,	Macedo-Rouet	&	Dinet,	2011;	Killi,	 Laurinen,	Marttunen	&	Leu,	
2012).	While	 these	 studies	offer	 important	 insights	 into	 the	digital	 demands	of	 such	
texts,	 a	 focus	 on	 the	 unique	 and	 complex	 nature	 of	 digital	 literary	 texts	 is	 not	
apparent.	 Further,	 New	 Literacies	 studies	 have	 a	 strong	 association	 with	 reading	


















Morsink	 &	 Zheng,	 2010).	 While	 these	 findings	 inform	 understandings	 about	 the	
reading	and	extraction	of	information	related	to	research	skills	such	as	key	terms	and	
the	reliability	of	a	text,	there	is	far	less	research	to	describe	the	specific	practices	and	
resources	 children	must	 negotiate	 as	 they	 plan,	 produce	 and	 share	 text	 in	 a	 digital	
environment	 (Dezuanni,	 2015).	 This	 inquiry	 therefore	 draws	 on	 four	 of	 the	 New	
Literacies	 principles	 to	 inform	 the	 inquiry	 and	 expand	 New	 Literacies	 theory	 by	





New	 Literacies	 theory	 categorises	 the	 multiplicity	 of	 new	 literacies	 on	 three	 levels;	
multiple	 representation	 of	 meaning,	 multiple	 usage	 of	 tools	 and	 multiple	 social	
practices	needed	to	encounter	a	wide	range	of	social	contexts	(Leu	et	al.,	2013).		
Representation	 of	meaning:	 texts	 in	 the	 digital	 environment	 often	 draw	 on	multiple	





meaning	 but	 also	 to	 design,	 manipulate	 and	 upload	 their	 own	 contributions	 to	 the	
growing	body	of	information	that	defines	the	digital	environment	(Leu	et	al.,	2013).		
Multiple	social	practices:	the	range	of	social	contexts	where	users	share	and	encounter	
information	 have	 important	 implications	 for	 consumers,	 in	 particular	 the	 need	 to	











Technology	 is	 diverse	 and	 requires	 users	 to	 be	 skilled	 using	 different	 strategies	 in	
different	contexts	in	order	to	construct	meaning	of	what	they	are	reading	and	creating	
(Coiro	&	Dobler,	2007;	Leu	et	al.,	2013;	Reinking,	1998).	Therefore	new	literacies	are	
often	 defined	 around	 the	 strategic	 knowledge	 that	 is	 central	 to	 their	 ever-changing	
environment.		
In	 this	 inquiry	a	 close	examination	of	 the	writing	practices	 the	Year	5	 children	enact	





New	 literacies	 enable	 the	 construction,	 access	 and	 sharing	 of	 information	 in	 very	
different	ways	than	have	traditionally	been	possible.	As	a	result,	new	social	practices	
of	 literacy	 emerge	 (Gee,	 2007;	 Lankshear	 &	 Knobel,	 2003;	 Leu	 et	 al.,	 2013;	 Street,	
2003),	 in	 particular	 for	 students	 and	 teachers	 in	 schools.	 In	 the	 classroom,	 social	
learning	plays	an	important	role	in	the	exchange	of	skills	and	strategies	and	has	often	
focused	 on	 the	 role	 of	 the	 teacher	 possessing	 the	 knowledge.	 This	 is	 no	 longer	
possible,	 in	 the	 world	 of	 new	 literacies	 as	 the	 construction	 of	 knowledge	 will	 be	
increasingly	 collaborative	 (Leu	 et	 al.,	 2013).	 Consequently	 learning	 experiences	 are	
dependent	on	social	practices	between	students	and	teacher	(Leu	et	al.,	2013).		
In	 this	 inquiry	 the	 writing	 practices	 of	 participants	 will	 be	 considered	 through	 the	







The	 central	 role	 a	 teacher	 plays	 is	 of	 critical	 importance	 within	 the	 new	 literacies	
classroom.		Educators	must	be	aware	of	evolving	technologies,	be	capable	of	using	and	
teaching	 the	 new	 literacies	 required	 of	 them	 and	 be	 proficient	 at	 supporting	 the	







recognition	 that	 literacy	 is	mediated	by	digital	 technology	and	as	a	 result	new	social	
literacy	 practices	 emerge.	 	 Figure	 2.3	 demonstrates	 the	 relationship	 between	 the	







Positioning	new	 literacies	within	 the	orientation	of	 literacy	as	social	practice	offers	a	
powerful	 way	 of	 theorising	 the	 literacy	 practices	 the	 children	 as	 participants	 enact	
during	digital	 literary	 text	 construction.	By	 situating	 context	 and	 relationships	of	 the	
participants	 as	 significant	 factors	 of	 the	 inquiry,	 the	 new	 literacies	 practices	 of	 the	




Since	 this	 inquiry	 focuses	 on	 digital	 literary	 text	 construction,	 the	 review	 of	 the	
literature	 used	 to	 inform	 it	 begins	 with	 a	 discussion	 about	 writing	 in	 a	 digital	
environment.	Guided	by	the	assumption	that	different	texts	draw	upon	different	sets	
of	 writing	 practices,	 this	 study	 examines	 the	 changing	 nature	 of	 text	 and	 possible	
associated	 literacy	 practices.	 To	 conclude,	 classroom	 practice	 related	 to	 digital	 text	





and	 resources	 used.	 Navigating	 the	 myriad	 of	 different	 modes	 of	 language	 in	 the	
technological	 space	 requires	 literacies	 that	 move	 beyond	 a	 reliance	 on	 written	
language	 alone	 and	 instead	 includes	 new	 ways	 of	 creating	 and	 sharing	 meaning	 as	
image,	audio	and	written	and	oral	language	come	to	the	forefront.		
These	 changes	 in	 the	 formats,	 uses,	 and	 technologies	 of	 writing	 have	 raised	
fundamental	questions	about	the	nature	of	writing	education	in	schools	today	(Emmitt	




associated	 with	 the	 teaching	 of	 writing	 must	 change	 to	 one	 of	 production	 (e.g.,	
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resources),	 distribution	 (e.g.,	 online)	 and	 delivery	 (e.g.,	media)	 to	 accommodate	 the	
broadened	 formats	 of	 text	 and	 writing	 practices	 utilised	 in	 digital	 spaces.	 Likewise	
Woods,	 Comber	 and	 Kervin	 (2015)	 call	 for	 a	 focus	 on	 ‘text	 production’	 rather	 than	
‘writing’.		
Recent	 research	 has	 provided	 evidence	 of	 how	 the	 affordances	 of	 digital	 resources	
support	digital	writing.	This	research	has	involved	recorded	oral	rehearsal	talk	(Bogard	
&	McMackin,	2012),	collaboration	through	blogs	and	wikis	(Boling	et	al.,	2008;	McGrail	
&	 Davis,	 2011;	 Woo	 et	 al.,	 2011),	 and	 planning	 via	 multi-media	 graphic	 organisers	
(Lorenz,	 Green,	 &	 Brown,	 2009).	 Further,	 studies	 positing	 the	 effects	 of	 digital	
technology	 on	 student’s	 collaboration	 (Jenkin,	 2009;	McKeon,	 2001;	 Sabatino,	 2014;	
Siraj-Blatchford,	 2009),	 creativity	 and	motivation	 (Clarke	&	Besnoy,	 2010;	Hutchison,	
Beschorner,	&	Schmidt-Crawford,	2012)	and	problem	solving	 (Marsh	&	Hallett,	2009)	
have	 emerged	 informing	 educators	 on	 critical	 practices	 of	 digital	 text	 construction.	
However,	 such	 research	 does	 not	 discuss	 the	 implications	 of	 technology	 to	 digital	
literary	 text	 construction.	 	 It	 seems	 therefore	 that	 in	 order	 to	 understand	 the	 new	
skills,	knowledge,	resources	and	decisions	young	authors	require	when	writing	literary	






shared	 between	 a	 writer	 and	 an	 audience.	 While	 text	 is	 a	 common	 form	 of	
communication,	its	definition	has	broadened.	Historically	the	concept	of	text	has	been	
positioned	 in	 print	 (Kress,	 2003).	 However,	 today	with	 technological	 advancements,	
texts	are	much	more	than	individual	words	or	images	(Larson,	2010)	and	the	concept	
has	 broadened	 to	move	 beyond	 the	 borders	 and	 boundaries	 of	 print	 to	 incorporate	
communication	 through	 written	 words	 (print),	 oral	 language,	 images	 (both	 still	 and	







Print-based	 text	 is	 often	 described	 as	 static,	 as	 it	 stays	 the	 same	 each	 time	 it	 is	
accessed	 (Schmar-Dobler,	2003).	 In	 this	way	 it	 is	 temporally	and	physically	bound.	 In	






the	ways	meaning	 is	 created	 and	 shared.	 For	 example,	 hyperlinks	 embedded	 in	 text	




Further,	 digital	 text	 often	 includes	 a	 more	 complex	 multimodal	 ensemble	 of	
predominantly	written,	oral,	visual	and	audio	modes	than	print-based	text	(Kalantzis	&	
Cope,	 2012;	Wyatt-Smith	&	 Kimber,	 2009).	 Cope	 and	 Kalantzis	 (2000)	 suggest	 these	
digital	 features	 hold	 promise	 for	 deepening	 and	 enhancing	 our	 meaning	 making	
practices,	but	are	complex	 in	design	and	distribution.	Moreover,	digital	 text	 includes	









Multimodal	 texts	 combine	 language	 with	 other	 systems	 for	 communication,	





is	 situated	within	 the	 textual	 form	of	 children’s	 digital	 literary	 texts,	 and	 it	 assumes	
that	 different	 texts	 require	 different	 practices,	 digital	 literary	 texts	 will	 now	 be	
explored.		
New	possibilities	for	literary	text		











of	 the	 world	 (Bruner,	 1986).	 Culturally,	 literary	 texts	 are	 highly	 valued	 as	 they	 are	
symptomatic	of	the	values,	attitudes	and	beliefs	of	the	culture	and	subculture	in	which	
they	 are	 produced	 (Rossbridge	 &	 Rushton,	 2014).	 A	 child’s	 encounters	 with	 literary	
text	helps	shape	their	experiences	by	not	only	recounting	their	own	cultures	but	also	
of	the	world’s	culture	in	other	contexts	(Madej,	2008).		
Literary	elements	of	plot,	 character,	 setting,	 theme	and	style	 (Short	et	al.,	2015)	are	








Literary	 techniques	 or	 devices	 such	 as	 irony,	 contradictions	 (Goldstone,	 2004),	






elements	 and	 devices,	 and	 these	 are	 combined	with	 the	 viewing	 platform	 of	 digital	
technology,	such	as	a	computer,	television	or	touch	device.	Digital	literary	texts	may	be	
published	 in	 an	 open	 networked	 system	 such	 as	 the	 Internet	 or	 a	 closed	 electronic	
system	such	as	an	application	on	an	 iPad.	Examples	of	children’s	digital	 literary	texts	
include	 eBooks,	 story	 apps,	 short	 films	 and	 hypermedia	 websites.	 Because	 of	 the	
relatively	 rapid	 emergence	 of	 technology,	 children’s	 digital	 literary	 texts	 tend	 to	 be	
contemporary	 literary	 stories	 rather	 than	 the	 traditional	 canon.	 Such	 stories	 often	
reflect	 the	 multimodal	 and	 fragmented	 nature	 of	 modern	 society,	 with	 frequent	
changes	 in	 attitudes,	 styles	 and	 knowledge	 (Short,	 Lynch-Born	 &	 Tomlinson,	 2015).	
Multiple	 digital	 features	 such	 as	 animation	 and	 narration	 accompany	 storylines	 and	
perspectives	with	 literary	devices	 such	as	 irony	and	 contradiction	 (Goldstone,	2004).	
Additionally,	 images,	 while	 not	 a	 set	 feature	 of	 digital	 literary	 texts,	 are	 common.	
These	images	may	be	produced	as	still	or	moving	compositions.		
The	 digitisation	 of	 digital	 literary	 text	 varies	 from	 print-based	 literary	 formats	 for	
dissemination	to	a	networked	audience,	to	the	creation	of	interactive,	multimodal	and	
intertextual	formats	using	sophisticated	software	that	provides	new	options	for	design	
(Serafini,	2015).	Using	the	term	 ‘electronic	 literary	 texts’,	Unsworth	 (2006),	 identifies	
three	 main	 representations	 of	 digital	 literary	 texts.	 The	 first	 is	 electronically	
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augmented	texts	and	refers	 to	 literary	 texts	 that	are	published	 in	book	 form	but	are	
augmented	 with	 the	 online	 resources	 to	 extend	 the	 original	 text.	 An	 example	 is	 a	
picture-story	book	published	online	with	the	addition	of	a	narrator	reading	the	story.	
These	forms	of	digital	literary	texts	are	often	static	and	include	words	and	still	images	




using	 images,	 narration	 and	 interactivity	 in	 new	 ways.	 An	 example	 is	 hypermedia	
websites	 for	 children	 that	 include	 various	 online	 stories.	 These	 stories	 are	 often	
developed	 after	 the	 story	 has	 been	 published	 in	 print	 and	 can	 include	 visuals	
transformed	 from	 static	 presentations	 into	 dynamic,	 interactive	 moving	 images	 to	
which	 narration	 can	 be	 added.	 Others	 involve	 more	 subtle	 changes	 such	 as	 new	
images	added	or	 icons	designed	 to	support	navigation.	The	 third	category	 is	digitally	
originated	 literary	 texts,	 those	 published	 in	 digital	 form	 only.	 Many	 story	 apps	 for	
children	are	examples	of	this	category	and	include	rich	interactive	story	contexts	and	





of	 text	 (Bloome	&	Egan-Robertson,	1993)	and	the	types	of	 literary	 texts	children	can	
now	access.	These	texts	provide	educators	with	opportunities	to	engage	children	with	
multiple	 examples	 of	 literary	 texts	 and	 thee	 associated	 dynamic	 elements	 they	 are	
composed	of.		
Practices	for	digital	literary	text	construction	
It	 is	 clear	 from	 the	 aforementioned	 discussion	 that	 digital	 literary	 texts	 include	











writing	 and	 that	 writing	 practices	 of	 children	 were	 largely	 shaped	 by	 their	 prior	
experiences	with	 technology	 and	digital	 text	models.	 Although	only	 a	 small	 study	of	
three	 children,	 such	 insights	 highlight	 that	 digital	writing	 is	 different	 to	 paper	 based	
writing	and	as	such,	careful	consideration	to	new	skills	and	prior	experiences	including	
text	immersion	is	required.			
An	 important,	 yet	 significantly	 under-researched	 area	 relates	 to	 the	 practices	
associated	with	digital	 literary	 texts	construction.	Although	digital	 literary	 texts	are	a	
significant	 text	 form	 in	AC:E	policy	 (ACARA,	2015)	 studies	exploring	and	determining	
what	practices	may	be	required	to	construct	such	a	text	are	still	emerging.	This	review	
will	move	 to	 explore	 the	 aforementioned	 textual	 elements	of	 digital	 literary	 texts	 in	
consideration	 of	 the	 literature	 associated	 with	 digital	 writing,	 with	 the	 aim	 of	
determining	what	 practices	may	 be	 required	 by	 children	 to	 construct	 digital	 literary	
texts.	
Practices	associated	with	modes	for	communication	
Writing	 concerns	 not	 only	 the	 words	 on	 a	 page	 but	 also	 the	 multiple	 modes	 for	
communication,	commonly	known	as	multimodality	(Bull	&	Anstey,	2010;	Jewitt,	2005;	
Kress,	 2010;	 Walsh,	 2010).	 Image	 and	 words	 are	 commonly	 used	 in	 texts	 to	
communicate	meaning	 (Bezemer	&	Kress,	2008).	Additionally,	 the	music,	 speech	and	
moving	 images	 often	 found	 in	 digital	 texts	 add	 to	 the	 modes	 authors	 may	 use	 to	
communicate	meaning	to	an	audience.	Multiplicity	of	modes	is	particularly	significant	
to	 digital	 literary	 texts.	 Creators	 use	 an	 ensemble	 of	 written,	 oral,	 visual	 and	 audio	
modes	to	create	the	aesthetic	appeal	of	literary	texts.	
A	 broad	 range	 of	 research	 and	 literature	 has	 informed	 what	 we	 know	 about	 how	
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people	 read	 and	 comprehend	 multimodal	 and	 digital	 texts	 (e.g.,	 Bezemer	 &	 Kress,	
2008;	 Jewitt,	 2006;	 Kress	 and	 van	 Leeuwen).	 How	 the	 construction	 and	 sharing	 of	
multiple	 modes	 impacts	 writing	 is	 less	 apparent.	 However,	 some	 researchers	 have	
begun	 to	 explore	 the	 nexus	 between	multimodality	 and	writing.	 	 For	 example,	 in	 a	
theoretical	 review	 of	 the	 literature,	 Jewitt	 (2008)	 claimed	 that	 each	mode	makes	 a	
discrete	contribution	to	meaning	whilst	also	being	dependent	on	the	others	to	shape	
meaning.	A	 consequence	 for	writers	 is	 that	 this	multimodal	 ensemble	offers	 specific	
resources	for	meaning	making	that	vary	according	to	their	assemblages	(Jewitt,	2005).	
Kress	 and	 van	 Leeuwen	 (2006)	 describe	 this	 interaction	 between	 modes	 as	
complementary	 (e.g.,	 in	 a	 child’s	 eBook	 where	 the	 words	 lead	 you	 to	 look	 at	 the	
picture),	hierarchical	(e.g.,	in	an	online	advertisement	where	the	image	dominates	the	
intended	meaning	and	the	caption	in	the	image	is	secondary)	or	reinforcing	(e.g.,	in	a	
electronic	 book	 where	 the	 audio	 communicates	 the	 same	 message	 as	 the	 written	
words).	 Users	 must	 therefore	 identify	 how	 each	 mode	 contributes	 to	 meaning	 and	
differentiate	their	attention	to	the	mode	that	best	addresses	the	purpose	of	reading	or	
creating	 the	 text.	 This	means	 that	 an	understanding	of	 how	 to	 create	each	mode	 in	
addition	to	knowing	how	powerful	the	relationships	is	between	modes	is	required.		
All	 scholars	 are	 not	 convinced	 however,	 that	 the	 process	 of	meaning	making	 across	
multimodality	is	as	controlled	as	some	claim.	For	example,	Bazalgette	and	Buckingham	
(2013)	 describe	 the	 process	 of	 modal	 meaning	 making,	 particularly	 in	 the	 case	 of	
children	in	classrooms,	as	a	response	to	“economics,	power,	convenience	and	perhaps	
accessibility,	as	much	as	by	the	suitability	of	mode	to	content”	(p.	98).	 	They	suggest	
that	 current	 theories	 of	 multimodality	 rely	 too	 much	 on	 multimodality	 meaning	
making	as	a	rationale	and	controlled	process	and	instead	argue	that	social,	human	and	




as	the	assignment	and	context	 in	which	 it	was	written”	(p.	368).	Maybe	the	reality	 is	
more	nuanced,	 that	 children	do	 and	 should	have	 knowledge	 and	 skill	 of	multimodal	
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encoding	 and	 decoding	 however,	 as	 literacy	 as	 a	 social	 practices	 claims,	 the	
environment	will	also	influence	literacy	practices.	
In	 a	 digital	 environment	 this	 is	 particularly	 significant	 given	 that	 the	 construction	 of	
these	 modes	 requires	 the	 writer	 to	 have	 not	 only	 knowledge	 of	 the	 best	 way	 to	
determine	how	meaning	 can	be	created	and	presented	 to	an	audience,	but	also	 the	




audio	 mode	 and	 how	 they	 can	 be	 integrated	 to	 communicate	 multiple	 layers	 of	
meaning	to	an	audience.	Additionally,	determining	the	most	appropriate	 location	 for	
the	moving	 image	 to	 be	 placed	 in	 relation	 to	 the	 other	modes,	 for	 example	written	
text,	plays	an	important	role	in	meaning	making.	Further,	technical	knowledge	on	how	
to	create	 the	 image,	and	 record,	 save	and	 integrate	 the	sound	 file	with	 the	 image	 is	
required	to	successfully	compose	the	ensemble.		
Other	 multimodal	 studies	 focus	 on	 the	 processes	 children	 enact	 when	 constructing	
digital	 text.	 Researchers	 Matthewman	 and	 Triggs	 (2004)	 draw	 from	 four	 cases	 of	
students	 from	 both	 primary	 and	 secondary	 classrooms	 in	 the	 United	 Kingdom	 to	
examine	how	technology	enhances	writing.	Their	findings	suggest	that	teachers	in	the	
study	 were	 heavily	 reliant	 on	 print	models	 of	 instruction,	 in	 particular	 in	 the	 visual	
mode	where	images	were	mostly	treated	as	an	aspect	of	a	final	publication	rather	than	
an	 integrated	 part	 of	 composition.	 On	 the	 other	 hand,	 students	 in	 this	 study	 were	
often	 observed	 working	 across	 a	 range	 of	 modes	 through	 the	 affordance	 of	 their	
chosen	 software.	 They	 concluded	 that	 students	 require	 pedagogical	 support	 to	
negotiate	the	multimodal	stages	of	composition	and	that	a	starting	point	may	be	the	







an	 eighteen-month	 period.	 Results	 indicated	 that	 the	 planning	 of	 digital	multimodal	
text	 involves	 both	 the	 preparation	 and	 design	 of	 multiple	 modes,	 which	 results	 in	
increased	recursive	movements	across	phases	of	writing	than	is	typically	seen	in	print-
based	 text.	 Additionally	 the	 elements	 and	 design	 of	 multimodal	 texts	 must	 be	 an	
integral	 dimension	 to	 text	 construction	 pedagogy.	 This,	 Edwards-Groves	 (2011)	
suggests,	 is	 a	 new	 way	 of	 conceptualising	 traditional	 writing	 practices.	 Pedagogical	





must	 “activate	 planning,	 producing	 and	 sharing	 processes”	 (p.	 13),	 often	 recursively	
whilst	paying	close	attention	to	the	resources	that	will	support	them	to	construct	the	
multiple	 modes	 and	 ultimately	 the	 cohesive	 text.	 Although	 only	 a	 small	 study,	 the	
findings	 affirm	 both	 Matthewman	 and	 Triggs’	 (2004),	 and	 Edwards-Groves’	 (2011)	
studies	where	digital	multimodal	 text	 composition	 is	 seen	as	 fluid	and	 recursive	and	
resource	selection	is	critical	to	the	text	construction.		
Further,	 research	 suggests	 that	 educators	 are	 more	 familiar	 and	 comfortable	 with	
traditional	 forms	 of	 communication	 such	 as	 written	 and	 oral	 language,	 and	 as	 a	
consequence	 they	 tend	 towards	 an	 overreliance	 on	 linear	 writing	 practices	 that	
dismiss	 modes	 such	 as	 audio	 and	 visual	 that	 are	 common	 in	 classrooms	 (Kalantzis,	
Cope,	 &	 Cloonan,	 2010).	 Although	 studies	 have	 emerged	 about	 the	 multimodal	
elements	young	authors	must	consider	when	creating	digital	text	(Bull	&	Anstey,	2010;	
Downes	 &	 Zammitt,	 2001;	 Harris,	Mishra,	 &	 Koehler,	 2009;	 Leander,	 2009),	 current	
understandings	 of	 writing	 practices	 that	 recognise	 the	 multidimensional	 nature	 of	
multimodal	digitals	texts	in	the	ever	expanding	role	of	technology	is	warranted.		
A	 multimodal	 perspective	 regarding	 the	 digital	 writing	 of	 literary	 texts	 widens	 the	
range	of	 tools	 used	 for	 composing	 to	 include	modal	 affordances	 and	 structures	 that	
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shape	 the	 production	 of	 meaning	 (Kress,	 2003).	 The	 practices	 available	 to	 children	
have	 expanded	 considerably	 due	 to	 technology	 (Bezemer	 &	 Kress,	 2008;	 Rowsell	 &	







products	 of	 writers,	 visual	 artists	 and	 sculptors	 alike	 is	 ...	 an	 invitation	 to	
explore	how	composing	shares	something	in	common	across	media	(p.	150).		
This	 is	 true	 in	 the	 Australian	 curriculum	with	 the	 term	 ‘compose’	 being	 used	 across	
multiple	 disciplines	 such	 as	 English,	 the	 arts	 and	 languages	 (ACARA,	 2015).	 	 Media	
composition	 is	 significant	 in	 digital	 literary	 texts	with	many	 examples,	 such	 as	 story	
apps	including	media	seamlessly	in	their	design.	Gibson	and	Ewing	(2011)	explain	that	
students	 require	 both	 the	 skills	 and	 processes	 needed	 to	 critically	 analyse	 and	
appreciate	 the	 aesthetic	 qualities	 of	media	 in	 order	 to	 become	media	 literate.	 This,	
they	state	requires	“more	than	technical	understanding”	(p.	93).		




developing	new	 text	 forms	and	 structures	within	 the	context	 they	are	used	 (Cope	&	
Kalantzis,	 2000)	 and	 as	 result	 educators	must	 therefore	 take	 into	 account	 the	 social	
landscape	where	students	live	and	learn	(Atwell,	1998;	Graves,	Tuyay	&	Green,	2004).	
Consequently,	 knowing	 and	 understanding	 media	 is	 an	 essential	 part	 of	 a	 young	
learner’s	 literacy	 world.	 Buckingham’s	 2007	 review	 aligns	 with	 current	 AC:E	 (2015)	
policy	where	children,	particularly	 in	upper	primary	and	 lower	 secondary	 school,	are	





Lewis	 and	 Ritchie	 (2015)	 report	 on	 a	 study	 aimed	 at	 identifying	 the	 digital	 literacy	
practices	2-4	year	old	 children	use	at	home.	This	 small	 study	 (4	 children)	 found	 that	
young	children	were	engaged	 in	media	 rich	homes	and	were	often	observed	moving	
fluently,	and	at	times	more	expertly	than	their	parents,	across	multiple	forms	of	media	
in	 their	meaning	making	 practices.	 	 	 As	 a	 result	 the	 four	 children	 acquired	 complex	
knowledge	about	the	“the	ways	in	which	communication	takes	place	in	a	digital	world”	








has	 centered	 on	 the	 new	 meaning	 making	 formats	 that	 media	 offer	 to	 children	 as	
writers.	 Knowing	 and	 understanding	 media	 is	 an	 essential	 part	 of	 new	 literacies	
pedagogy.	Young	writers’	worlds	 involve	using	technology	to	access	media	related	to	
their	 sociocultural	 environments.	 This	 social	 practice	 of	 consuming	 and	 producing	
media	is	a	significant	factor	in	practices	associated	with	digital	text	construction.		
Practices	associated	with	interactive	digital	elements		
Researchers	 are	 now	 arguing	 that	 an	 understanding	 of	 literacy	 needs	 to	 go	 beyond	
fields	 such	 as	 modal	 design	 to	 one	 that	 also	 considers	 interactivity	 (Rowsell,	 2014;	
Dezuanni,	Dooley,	Gattenhof,	&	Knight,	2015).	The	interactive	capacities	of	digital	texts	
enable	meaning	to	be	created	and	communicated	by	a	writer	to	a	reader	through	the	






animation	 give	 writers	 the	 opportunity	 to	 enhance	 engagement	 for	 the	 reader.	 For	
example,	participatory	animation,	where	viewers	can	activate	animation	as	they	read,	
gives	 writers	 the	 ability	 to	 design	 meaning	 that	 can	 be	 shifted	 and	 created	 by	 the	
reader,	 and	 as	 a	 consequence	 the	 reader	 becomes	 move	 involved	 in	 the	 text.	
Additionally,	hyperlinks	connect	pages	within	one	text	or	across	multiple	texts	(Coiro	&	
Dobler,	2007;	Reinking,	1998);	enabling	readers	 to	play	an	active	role	 in	determining	
the	 pathway	 they	 read.	 Hyperlinks	 can	 be	 used	 to	 divert	 the	 reader	 to	 an	 external	
webpage	 or	 online	 video.	 They	 can	 activate	 sound	 or	 movement	 of	 images	 and	
uncover	or	reveal	written	text	(Askehave,	Ellerup,	&	Nielsen,	2005;	Unsworth,	2008).	
Interactive	text	elements	also	provide	opportunities	for	social	 interactions,	 increasing	
participation	 and	 audience	 sizes.	 Tao	 and	 Reinking	 (2000)	 describe	 how	 digital	 text	
affords	users	opportunities	 for	 connecting	with	other	users	 across	 the	world.	Online	
forums,	for	example,	allow	users	to	collaborate	with	others	across	nations	and	cultures	
(Coiro,	 2003).	 In	 addition,	 on	 many	 online	 information	 and	 networking	 sites,	
interactivity	 includes	 downloading	 audio	 and	 video	 feeds,	 contributing	 to	 discussion	
forums,	 following	 hyperlinks	 and	 posting	 comments	 (Chung,	 2008).	 For	 writers,	 this	
provides	 exciting	 platforms	 to	 encourage	 reader	 participation	 but	 also	 complex	
thinking	in	consideration	of	author–text–audience	relationships.		
Cover	 (2006)	cautions	that	as	 the	 interactivity	of	digital	 text	 increases,	so	too	do	the	
tensions	between	author,	 text	and	audience.	These	 tensions	 impact	on	 the	 intended	
messages	and	reading	pathways	of	the	author	and	the	chosen	messages	and	pathways	
of	 the	reader.	For	writers,	careful	consideration	of	how	 interactive	 features	promote	
and	not	disrupt	the	intended	meaning	is	a	significant	consideration	(Cover,	2006;	Ryan,	
2002).	
While	 the	 aforementioned	 research	 highlights	 challenges	 and	 possibilities	 of	











while	 traditional	 notions	 of	 writing	 are	 primarily	 focused	 on	 originality	 and	
creativity,	 the	 digital	 environment	 fosters	 new	 skill	 sets	 that	 include	
manipulation	 and	 management	 of	 the	 heaps	 of	 already	 existent	 and	 ever-
increasing	language	(p.	15).	
In	other	words,	digital	text	is	often	an	augmentation	of	another	text.	Although	all	text	
is	 claimed	 to	be	 intertextual,	 in	 that	 layers	of	 knowledge	and	past	experiences	build	





opportunities	for	new	experiences	 in	digital	 literary	texts.	Grabill	and	Hicks	(2005),	 in	
their	 discussion	 about	 digital	 writing	 and	 literacy	 education,	 explain	 that	
considerations	 about	 “borrowing	 from	 others”	 (p.	 305)	 are	 among	 the	 significant	
issues	 in	the	context	and	practices	of	digital	 text	construction.	Digital	sampling	(Rice,	
2007)	 or	 appropriation	 practices	 (Goldsmith,	 2011)	 as	 some	 researchers	 call	 it,	 will	
require	 writers	 to	 consider	 not	 only	 larger	 issues	 such	 as	 intellectual	 property	 and	
plagiarism	 (DeVoss	&	Rosati,	 2003)	but	 also	 the	nuances	of	 the	 interaction	between	
print	 and	 digital	 forms	 of	 meaning	 making.	 As	 a	 consequence,	 writers	 require	 a	
hybridisation	 of	 textual	 practices	 in	 which	 intertextuality	 is	 ethically	 and	 morally	
driven,	and	in	which	there	is	an	understanding	of	how	literacy	practices	can	converge	
but	also	diverge	according	to	the	context	of	the	digital	space.	As	such,	intertextuality	in	




While	 intertextuality	 is	 seen	 as	 a	 key	 characteristic	 of	 digital	 text,	 such	 findings	 are	
limited	 to	 discussion	 papers	 and	 reviews.	 Instead	 empirical	 research	 focused	 on	
intertextuality	 is	centered	on	areas,	for	example,	associated	with	reading	and	writing	
of	 printed	 text	 (e.g.,	 Bloome	 &	 Egan-Robertson,	 1993),	 second	 language	 university	
writers	 (Pecorari,	 2003),	 linguistic	 skills	 associated	with	print	 genre	writing	 (Harman,	










This	 review	 has	 established	 that	 digital	 texts	 have	 distinct	 features	 and	 associated	
writing	practices	that	enable	children	to	construct	them	in	very	different	ways	to	print-
based	 texts.	 As	 a	 consequence,	 the	 way	 literacy	 is	 learnt	 and	 taught	 is	 changing	
(Lowther,	Ross,	&	Morrison,	2003;	Windschitl	&	Sahl,	2002).	The	digital	environment	
offers	new	possibilities	 for	writing	pedagogy.	While	 there	 is	a	need	 for	more	studies	
describing	the	changing	nature	of	classroom	instruction	related	to	digital	 literary	text	
construction,	 there	 are	 some	 studies	 that	 consider	 how	 technology	 has	 reshaped	
literacy	 instruction	 in	 classrooms.	 In	 consideration	 of	 the	 textual	 elements	 and	








The	new	 literacies	perspective	 argues	 that	digital	 technologies	 create	new	 literacies,	
which	 in	 turn	 require	 new	 instructional	 considerations	 for	 educators	 in	 classroom	
focused	on	social	 learning.	Because	digital	 technologies	enable	children	to	construct,	
access	 and	 share	 information	 in	 very	 different	ways,	 new	 social	 practices	 of	 literacy	
emerge	 in	response	to	them	(Gee,	2007;	Lankshear	&	Knobel,	2003;	Leu	et	al.,	2013;	
Street,	2003).		
Models	 of	 literacy	 instruction	 often	 focus	 on	 the	 educator	 as	 expert	 who	 transfers	
knowledge	 and	 teaches	 skills	 to	 children	 as	 learners	 (Leu	 et	 al.,	 2013).	 However,	
studies	 in	 new	 literacies	 have	 found	 that	 learning	 experiences	 in	 classrooms	 are	
dependent	on	the	ability	of	educators	to	facilitate	social	literacy	learning	opportunities	
between	children,	communities	and	teachers	(Kiili,	Laurinen,	Marttunen,	&	Leu,	2012).	





that	 as	 technology	 changes	 increase	 the	 scope	 of	 new	 literacies	 available,	 “no	 one	
person	 can	 hope	 to	 know	 everything	 about	 the	 expanding	 and	 ever	 changing	
technologies	 of	 the	 Internet	 and	 other	 ICTs”	 (2013,	 p.	 11).	 Consequently,	 learning	
experiences	 become	 increasingly	 dependent	 on	 social	 practices	 to	 distribute	
knowledge	 of	 the	 new	 literacies	 in	 the	 classroom.	 The	 construction	 of	 knowledge	
becomes	a	collaborative	venture	between	students	and	their	teacher	(Leu	et	al.,	2013).		
The	nature	of	social	practice	in	new	literacies	studies	raises	some	important	issues	for	
digital	 literary	 text	 construction	 in	 classrooms.	 This	 chapter	 has	 already	 argued	 that	
digital	 literary	 texts	 often	 combine	 multiple	 modes,	 media,	 interactivity	 and	
intertextual	 elements	 and	 that	 the	 practices	 associated	with	 constructing	 these	 text	
elements	broaden	the	scope	of	practices	taught	in	classrooms.	Many	of	these	practices	
are	 practices,	 which	 children	 commonly	 learn	 in	 their	 homes	 and	 communities.	 For	
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example,	 remixing	 music,	 producing	 videos	 and	 creating	 animations	 are	 practices	
children	often	engage	 in	as	 leisure	activities	 (Marsh	&	Bishop,	2014).	While	 it	should	
not	 be	 assumed	 that	 all	 children	 bring	 these	 skills	 to	 the	 classrooms,	 orchestrating	
opportunities	for	children	to	collaborate	and	exchange	the	experiences	and	skills	they	
have	learnt	in	their	homes	and	communities	to	the	classroom	requires	social	learning	
practices	 involving	 students	 and	 teachers.	 	 Designing	 instruction	 for	 digital	 literary	






2003),	 with	 an	 emphasis	 on	 isolated	 skills	 often	 taught	 as	 a	 single	 lesson	 (Walshe,	
1981).	 During	 the	 1970’s	 writing	 pedagogy	 shifted	 to	 emphasise	 creativity	 and	
personal	 expression	 (Harris	 et	 al.,	 2003).	 Literature,	 drama	 and	 arts	 contributed	 to	
writing	 pedagogy	 (Murray,	 1982)	 with	 a	 clear	 connection	 between	 talk	 and	writing.	
Sweeping	 changes	 emerged	 in	 the	 1980’s	 with	 an	 introduction	 to	 the	 notion	 that	
writing	is	a	process.	Key	theorists	(Graves,	1994,	Murray,	1982;	Walshe,	1981)	sought	
to	explain	how	writers	undertook	writing	with	a	focus	on	the	stages	of	writing.	Three	
categories	 were	 proposed:	 pre-writing,	 during-writing	 and	 after-writing	 with	 an	
emphasis	 on	 planning,	 drafting,	 editing	 and	 publishing	 as	 a	 recursive	 process	
throughput	 the	 construction.	 Today,	 and	 particularly	 in	 Australia,	 writing	 resources	
and	 programmes	 still	 encourage	 the	 use	 of	 this	 process	 approach	 (Edwards-Groves,	
2011).	During	the	1990’s	concern	was	raised	over	the	overemphasis	on	process	at	the	
expense	 of	 product	 (Harris	 et	 al.,	 2003).	 This	 led	 to	 a	 closer	 examination	 of	writing	
content	and	text	types	children	at	school	were	expected	to	learn.	The	genre	approach	
to	writing	emerged	as	a	 response	 to	genre	 theorists	working	 in	 functional	 linguistics	
(e.g.,	 Christie,	 1996;	 Derewianka,	 1991)	 who	 argued	 that	 children	 must	 develop	
competence	 in	 writing	 across	 a	 range	 of	 genres	 using	 systematics	 and	 explicit	
instruction	 (Harris	et	al.,	2003).	This	approach	to	writing	 is	closely	 linked	to	a	critical	
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literacy	 approach	 that	 focussed	on	 text	 ideologies	 and	 empowerment	 of	 children	 as	
users	of	language	(Comber,	2011).	Today,	our	understanding	of	children	as	writers	and	
how	 best	 to	 teach	 writing	 in	 schools	 continues	 to	 grow	 and	 expand.	 Now	with	 the	
rapid	 emergence	 of	 technology	 in	 the	 lives	 of	 children,	 writing	 practices	 are	 again	
being	 reconsidered,	 with	 past	 writing	 pedagogies	 being	 taken	 forward	 into	
contemporary	 teaching	 practices.	 Elements	 central	 to	 this	 research	 is	 the	 need	 to	
understand	how	 technology	 impacts	on	 the	writing	process	 (Edwards-Groves,	 2011).		
Considering	 opportunities	 for	 digital	 text	 construction	 requires	 an	 understanding	 of	
how	 these	 traditional	 processes	 of	 planning,	 drafting,	 editing	 and	 publishing	 sit	
alongside	new	practices	associated	with	digital	technology.			
	
Australian	writing	 pedagogy	 owes	much	 to	 the	 foundational	 writing	 research	 in	 the	
1980’s	focussed	on	the	writing	process.	Pedagogically,	‘good’	or	proficient	writers	are	
those	 who	 use	 a	 range	 of	 different	 writing	 practices	 at	 different	 stages	 within	 the	
process	of	writing	(Calkins,	1983;	Murray,	1982);	they	seek	and	give	feedback	to	hone	
the	 construction	 of	 their	 message	 (Graves,	 1994)	 to	 suit	 the	 purpose	 of	 their	 text	
(Butler	&	Turbill,	1984).		
	
The	writing	 process	 has	 traditionally	 been	 viewed	 as	 a	 recursive	 craft	 based	 on	 the	
shaping	 and	 reshaping	 of	 meaning	 until	 a	 final	 product	 is	 produced	 (Calkins,	 1994;	
Graves,	1983;	Murray,	1982;	Nichols,	1996).		Much	of	the	planning	stage	is	focused	on	
recording	 ideas	 that	 document	what	 and	 how	 the	writing	will	 take	 shape.	 Thinking,	
talking,	reading	and	note-making	are	common	print	planning	practices	(Calkins,	1983;			
&	 Hall,	 2006;	 Smith,	 1983;	Walshe,	 1981).	 The	 drafting	 stage	 is	 focused	 on	 getting	
ideas	down.	Messages	take	precedence	over	attention	to	mechanisms	such	as	spelling	
and	 grammar.	 	 Reading	 back	 while	 writing	 is	 a	 common	 practice	 (Graves,	 1994;	
Murray,	1982)	as	too	is	multiple	drafts	(Jones	&	Hafner,	2012).	While	some	editing	and	
revising	 can	 take	 place	 during	 drafting,	most	 “polishing”	 (Calkins,	 1980)	 occurs	 after	





version	 is	 ready	 for	an	audience	and	suits	 the	 intended	purpose	 (Duke	&	Hall,	2006;	
Smith,	1983).		
	
More	 recently,	 some	 scholars	 (e.g.,	 Burn,	 2009;	 Edwards-Groves,	 2011;	 Kervin	 &	
Mantei,	 2016;	Merchant,	2007)	have	begun	 to	document	 the	process	 young	authors	
use	as	they	compose	digital	text,	arguing	that	traditional	writing	processes	need	to	be	
reconsidered.	 For	 example	 Edwards-Groves	 (2011),	 in	 a	 multiple	 case	 study	 of	 17	
primary	teachers	and	their	students,	discovered	a	need	for	educators	and	children	to	
expand	their	understanding	of	the	writing	process.	She	claims	that	processes	of	design,	
production	 and	 presentation	 should	 be	 added	 to	 traditional	 writing	 processes	 to	
accommodate	 the	 new	multifaceted	 view	 of	 writing.	 In	 this	 way	 conception	 of	 the	
writing	processes	broadens	to	accommodate	the	multimodal,	multimedia,	intertextual	






on	 embedding	 technology	 into	 literacy	 learning,	 found	 students	 engage	 in	 writing	
processes	that	extend	what	is	expected	in	paper-based	writing,	with	processes	such	as	
design,	 production,	 and	 transformation.	 Further,	 students	 traditionally	 begin	 digital	
text	processes	on	paper	before	transforming	their	work	to	a	digital	form.	This	example	




Researchers	 such	 as	 Kist	 (2013)	 are	 beginning	 to	 explore	 the	 challenges	 associated	




composition	and	more	opportunities	 to	experiment	and	 innovate	 in	ways	which	 suit	
the	 resources,	 purpose	 and	 audience.	 Consequently,	 while	 students	 as	 writers	 will	










The	 fluidity	 of	 digital	 writing	 processes	 raises	 some	 important	 issues	 for	 classroom	
instruction	associated	with	digital	literary	text	construction.	It	appears	that	digital	text	
composition	extends	on	traditional	practices	related	to	planning,	drafting,	editing	and	
publishing	 to	 accommodate	 the	 potential	 for	 meaning	 making	 across	 modes,	 the	
ability	 provided	 by	 the	 technology	 to	 amend	 and	 edit	 texts	 with	 ease,	 and	 the	





That	 reading	 and	writing	 are	 interrelated	has	 been	well	 established	 in	 the	 literature	
over	many	years	(e.g.,	Abadiano	&	Turner,	2002;	Corden,	2007;	Griffith,	2010;	Smith,	
1983).	 The	 relationship	 between	 reading	 and	 writing	 was	 a	 particular	 focus	 in	 the	
1980’s	where	both	reading	and	writing	were	established	as	acts	of	composing	(Butler	
&	 Turbill,	 1984;	 Tierney	 &	 Pearson,	 1983).	 To	 read	 requires	 prior	 knowledge	 of	
meaning	making	practices	to	compose	meaning	from	the	text.	To	write	requires	prior	
knowledge	 of	 meaning	 making	 practices	 to	 compose	 meaning	 into	 text	 (Turbill	 &	
Bulter,	 1984;	 Spivey,	 1984).	 Given	 the	 reciprocal	 nature	 of	 reading	 and	writing,	 it	 is	
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clear	 that	 opportunities	 to	 pull	 apart,	 or	 deconstruct,	 a	 text	 as	 part	 of	 the	 reading	
pedagogy	will	inform	a	learner’s	understanding	about	how	texts	are	constructed.	This	
will	 then	 support	 the	 creation	 of	 texts.	 In	 this	 inquiry,	 the	 children	 deconstructed	
digital	literary	texts	in	order	to	develop	understandings	that	informed	the	creation	of	
their	own.		
Digital	 literary	 texts	 are	 designed	 differently	 to	 print	 based	 texts,	 due	 to	 their	
increased	use	of	images	(Unsworth,	2006),	multimodality	(Bull	&	Anstey,	2010;	Jewitt,	
2005;	Kress,	2010;	Walsh,	2010)	and	interactivity	(Dezuanni	et	al.,	2015).	Studies	(e.g.,	
Kalantzis	 &	 Cope,	 2012,	 2008;	 Kress	 2003)	 report	 that	 authors	 therefore	 need	 to	
control	 a	 number	 of	 elements	 in	 the	 creation	 of	 them.	 Exploring	 the	 research	 in	
association	 with	 reading	 of	 digital	 literary	 texts	 aids	 in	 understanding	 some	 of	 the	
challenges	writers	may	face	when	constructing	them.		
In	an	exploratory	study	focussed	on	the	digital	features	of	mobile	story	apps	and	the	
associated	 book	 handling	 skills	 readers	must	 acquire	 to	make	 use	 of	 them,	 Javorsky	
and	 Trainin	 (2014)	 found	 that	 different	 story	 apps	 typically	 contain	 more	 complex	
features	 than	 print	 based	 stories.	 Further,	 digital	 text	 features	 were	 often	 highly	
variable	 from	 text	 to	 text.	By	 coding	 the	digital	 features	of	 a	 select	 set	of	 free	 story	
apps	 and	 then	 pairing	 each	 feature	 with	 its	 paper	 based	 equivalent,	 Javorsky	 and	
Trainin	(2004)	concluded	while	some	digital	features	are	similar	to	paper	based	print,	
the	 reading	 processes	 for	 using	 the	 features	was	 often	 very	 different.	 For	 example,	
children	can	listen	to	both	a	print	based	story	(e.g.,	by	reading	aloud	or	asking	a	reader	
to	read	aloud)	or	digital	story	(e.g.,	by	clicking	on	a	sound	button).	While	activating	an	
oral	 narration	 in	 a	 mobile	 story	 app	 provides	 children	 with	 a	 means	 to	 access	 the	
written	mode	(Dooley	&	Dezuanni,	2015),	it	does	often	require	knowledge	and	skill	to	
navigate	 icons	 and	 animations.	 Such	 an	 inquiry	 highlights	 the	 importance	of	 reading	
and	 deconstructing	multiple	 digital	 features	 of	 digital	 literary	 text,	 teaching	 children	
the	multiple	ways	that	digital	story	app	creators	design	and	communicate	meaning	and	












engagement	 increased.	 Further,	 text	 innovation,	 where	 children	 were	 engaged	 in	
creating	their	own	digital	and	multimodal	texts	after	reading	a	story	during	class	story	
time,	provided	positive	opportunities	for	‘story	literacy’.	This	term	is	used	to	define	a	
“form	of	 schooled	 literate	practice	 in	which	 reading	 and	writing	 are	 conceived	of	 as	
processes	 of	 narrative	 meaning	 making”	 (Dezuanni	 et	 al.,	 2015,	 p.	 19)	 where	
opportunities	to	participate	in	multiple	literacy	activities	focussed	on	text	support	both	
reading	and	writing	practices.	Although	 this	 study	 is	 focussed	on	young	children	and	
such	findings	are	limited	to	one	preschool	classroom,	insights	highlight	the	importance	
of	 the	 relationship	 between	 reading	 and	 writing	 of	 digital	 text	 not	 only	 to	 skill	
development	but	also	engagement.		
Resource	selection	and	use	
The	 resources	 children	need	 to	 construct	 digital	 texts	 are	 a	 significant	 consideration	
given	 the	 multiple	 elements	 of	 digital	 literary	 texts	 –	 for	 example	 words,	 images,	
sounds,	videos	and	hyperlinks.	Digital	literary	texts	offer	creative	opportunities	to	use	
a	range	of	 resources	to	create	such	elements	and	share	them	with	an	audience.	The	
selection	 and	 use	 of	 resources	 for	 digital	 literary	 text	 construction	 are	 important	
concerns	 for	 classroom	 teachers	 as	 they	 consider	what	 resources	 should	 be	 used	 in	
classrooms	 as	 part	 of	 the	 writing	 process.	 Additionally,	 the	 freedom	 to	 select	 the	





Today,	 as	 technology	 continues	 to	 expand,	 educators	 and	 children	 have	 access	 to	
many	resources.	Digital	resources	such	as	video	editing	software,	animation	apps	and	
audio	recordings	can	provide	children	with	the	opportunity	to	create	multimodal	and	
multimedia	 texts	 differently	 to	 paper	 based	 text	 types	 (Anderson,	 2014).	 However,	
Hutchison	 and	 Reinking	 (2010)	 observe	 that	 many	 teachers	 are	 not	 using	 digital	
resources	to	their	full	potential	and	instead	view	them	in	terms	of	conventional	goals	
such	as	word	processing	or	as	fill	the	gap	writing	activities,	such	as	those	described	as	
substitution	 activities,	 in	 the	 Substitution	 Augmentation	 Modification	 Redefinition	
Model	(Puentedura,	2013),	where	technology	 is	used	to	perform	the	same	tasks	that	
were	previously	undertaken	without	computers.	
As	 a	 consequence,	 digital	 text	 construction	 is	 limited.	 In	 a	 study	of	 eight	 adolescent	
multimodal	retellings,	Jocius	(2013)	found	that	the	resources	used	by	writers	affected	
what	modes	they	designed.	For	example,	students	using	PowerPoint	relied	heavily	on	
written	 and	 oral	 language	 rather	 than	 the	 moving	 images,	 music	 and	 voiceovers	
favoured	by	students	using	software	such	as	 iMovie.	 	 In	a	 similar	 finding,	a	 study	by	
Johnson	 and	 Smagorinsky	 (2013),	 focussed	 on	 multimodal	 composition	 by	 a	 pre-
service	 English	 educator,	 argue	 that	 the	 use	 of	 digital	 resources	 made	 available	 to	
students	 influenced	 the	 quality	 of	 the	 ways	 different	 modes	 were	 used.	 The	
affordances	 and	 limitations	 of	 the	 resources	 significantly	 shaped	 how	meaning	 was	
created	and	shared.	 	Burnett	et	al.,	 (2014)	explain	 that,	 like	print-based	texts,	digital	
text	is	made	up	of	symbols	and	tools	that	encode	certain	meanings.	In	consideration	of	
digital	 text	 construction,	 authors	 must	 therefore	 carefully	 negotiate	 the	 ways	
resources	can	be	used	to	make	meaning.		
Further,	 in	 their	 research	 on	 digital	 writing,	 Kervin	 and	 Mantei	 (2016)	 argue	 that	
children	 require	 specific	 and	 substantive	 opportunities	 to	 collaborate	 in	 using	 the	
available	 resources,	 and	 with	 the	 support	 of	 educators	 and	 peers,	 make	 careful	
selections	of	technological	tools	and	multimodal	resources.	Their	study	highlights	the	
need	for	classroom	instruction	that	 is	considerate	of	the	knowledge	children	bring	to	
the	 learning	 space	whilst	 providing	 carefully	 guided	 instruction	 that	 supports	 logical	
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The	 literature	 reviewed	 in	 this	 chapter	 has	 revealed	 that	 new	 literacies	 practices	
require	significant	paradigm	shifts	in	classroom	pedagogy	for	writing.	New	pedagogies	
for	digital	literary	text	construction	involve	more	than	knowing	about	digital	resources	
and	 technical	 skills.	 They	 require	 the	 planning	 of	 learning	 opportunities	 that	 foster	
collaboration	 involving	 different	 people	 and	 spaces	 with	 processes	 to	 facilitate	
feedback	 and	 mentoring.	 These	 learning	 opportunities	 need	 to	 be	 adapted	 to	 the	
particular	purposes	involved.			
When	considering	digital	text	construction,	 it	 is	generally	accepted	that	technology	is	
no	 longer	merely	a	 tool	 for	word	processing	and	 is	 instead	 considered	an	 important	
mechanism	 for	 creating	 and	 communicating	meaning	 across	modes	 as	 the	 practices	
available	 to	 writers	 are	 extended.	 Scholars	 (e.g.,	 Edwards-Groves,	 2011;	Mackenzie,	
2014;	Merchant,	2007)	have	explored	what	writing	for	children	can	look	like	in	a	digital	
environment.	 However,	 an	 understanding	 of	 what	 is	 involved	 in	 digital	 literary	 text	
construction	is	limited.	Insights	from	the	literature	do	suggest	that	the	social	learning	
of	 digital	 text	 construction	 requires	 a	 focus	 on	 the	 practices	 (i.e.	 the	 new	 writing	
literacies	 children	 require	 to	 construct	 texts),	 contexts	 (i.e.	 the	 experiences	 children	
bring	from	home	and	community)	and	the	learning	experiences	involved	(i.e.	the	ways	
educators	 orchestrate	 learning	 experiences	 for	 the	 children	 they	 teach).	 Supporting	
this	is	the	well	accepted	view	that	new	practices	such	as	blogging,	photo	curating	and	
sharing,	 video	 gaming,	 editing	 online	 and	 creating	 animations	 (Knobel	 &	 Lankshear,	
2014)	 increase	 the	 need	 for	 educators	 to	 experience	 what	 it	 means	 to	 be	 “fully	










The	 research	 design	 of	 this	 inquiry	 uses	 a	 qualitative	 case	 study	 methodology	 to	
explore	 the	 literacy	 practices	 six	 Year	 5	 children	 use	 to	 construct	 their	 own	 digital	
literary	 texts.	 This	 chapter	 firstly	 presents	 the	 research	 questions	 and	 design	 of	 the	
inquiry	 followed	by	 the	 research	 procedures	 used	 to	 select	 the	 participants	 and	 the	
site.	 The	 qualitative	 case	 study,	 utilising	 ethnographic	 principles,	 is	 explained	 and	
justified	as	an	appropriate	approach	for	this	 inquiry.	This	 is	followed	by	an	outline	of	
the	 specific	 procedures	 that	 were	 used	 to	 collect	 data.	 Finally,	 a	 discussion	 on	












This	 inquiry	 is	 situated	within	 a	 qualitative	 paradigm.	 The	 classroom	 environment	 is	
considered	 in	 examining	 the	 multiple	 sources	 of	 data	 from	 the	 perspectives	 of	 the	
participants	 (Merriam,	1998).	Through	a	social	constructivist	 frame	the	knowledge	of	
the	 participants	 is	 viewed	 as	 a	 product	 of	 their	 context,	 with	 interactions	 between	
participants	and	their	environment.	The	inquiry	applies	the	principles	of	ethnography	
to	 support	 the	 examination	 of	 a	 specific	 phenomenon	 reported	 using	 case	 study	
























this	 qualitative	 inquiry	 because	 it	 accentuates	 the	 social	 and	 cultural	 contexts	 of	
learning	 (Vygotsky,	1986).	According	 to	 this	paradigm	knowledge	 is	a	product	of	 the	
environment	(Prawat	&	Floden,	1994)	and	takes	account	of	the	prior	experiences	of	an	
individual	 (Doolittle	 &	 Hicks,	 2003)	 and	 the	 dialogue	 and	 interactions	 as	 co-
constructers	 of	 learning	 (Vygotsky,	 1978).	 Social	 constructivism	 acknowledges	 that	
literacy	is	a	socially	constructed	phenomenon	that	is	defined	and	redefined	within	and	
across	differing	social	groups	(Cook-Gumperz,	2006;	Street,	1984,	1993).	Reading	and	
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adoption	 of	 a	 social	 constructivist	 approach	 to	 researchers	 who	 wish	 to	 place	
themselves	within	a	 social	 setting	 to	observe	 individuals	because	 the	 researcher	can	
focus	on	observing	social	interactions	between	learners	and	their	environments.		
Social	 constructivism	was	an	appropriate	 choice	because	of	 this	 inquiry’s	 focus	on	a	
detailed	understanding	of	 the	 complex	 relationships	 between	 the	 experiences	of	 six	
children	 and	 their	 respective	 varied	 learning	 experiences	 in	 their	 classroom	 (Flick,	
2006;	Maxwell,	2005).	As	such	this	paradigm	complements	the	theoretical	orientation	
of	 literacy	as	social	practice	 literacy	where	 literacy	 is	defined	within	 the	context	 it	 is	
used.	Moreover,	social	constructivism	allowed	the	researcher	to	identify	patterns	and	
themes,	 and	 interpret	 data	 in	 terms	 of	 the	meanings	 the	 participants	 brought	with	
them	 (Creswell,	 1998;	 Flick,	 2006;	Maxwell,	 2005;	Merriam,	1998).	 By	observing	 the	
participants	 in	 their	 environment,	 a	 deeper	 understanding	 of	 their	 literacy	 practices	




setting	 was	 required.	 While	 this	 inquiry	 is	 not	 ethnography,	 it	 does	 draw	 on	
ethnographic	 principles	 to	 gain	 insight	 into	 the	 interactions,	 relationships	 and	
resources	 within	 the	 classroom	 setting	 (Kervin,	 Mantei	 &	 Lipscombe,	 in	 press).	 In	
particular,	 in	 this	 inquiry	 ethnographic	 principles	were	used	 to	 guide:	 understanding	
and	 interpreting	 multiple	 realities;	 fieldwork;	 empathy;	 multiple	 data	 collection	
procedures;	 and	 emic	 and	 etic	 perspectives.	 Each	 of	 these	 is	 now	 defined	 in	


















Cresswell	 (2013)	 claims	 that	 gathering	 information	 about	 the	 environments	 of	
participants	 recognises	 the	 importance	 of	 the	 context	 in	 which	 the	 participants	
operate.	Doing	fieldwork	enables	the	researcher	to	develop	an	intuitive	understanding	
of	 the	 research	 site	 and	 to	 develop	 sufficient	 insight	 into	 the	 participants’	 learning	
(Wolcott,	2008).	In	this	inquiry	the	researcher	was	observed	the	selected	research	site	





Having	 the	 ability	 to	 understand	 and	be	 attentive	 to	 the	 feelings	 of	 the	participants	
allows	the	researcher	to	acknowledge	that	tensions	may	exist.	Mills	and	Morton	(2013)	
explain	that	ethnographic	research	in	education	demands	empathy	and	that	empathic	
dialogue,	 exchange	 and	 collaboration	 are	 practices	 that	 ethnographers	 should	
embrace.	 In	 this	 inquiry,	 the	 researcher	 crafted	 interview	 questions	 to	 support	
participants	 to	 reflect	 on	 both	 prior	 experiences	 and	 their	 experiences	 during	 the	










multiple	 data	 collection	 procedures,	 or	 as	 Wiersma	 (1995)	 calls	 it,	 triangulation	 of	
data.	 By	 gathering	 data,	 analysing	 it	 and	 drawing	 comparisons,	 there	 is	 a	 greater	
confidence	in	the	interpretations	and	conclusions	(Mertens,	1998).	Data	from	a	range	
of	 sources	were	gathered	 in	 this	 inquiry	 to	ensure	a	diversity	of	perspectives	on	 the	





the	 researcher	 with	 a	 detailed	 understanding	 of	 the	 past	 and	 current	 behaviours,	
ideas,	and	beliefs	of	a	particular	people	(Mertens,	1998).	The	researcher	worked	with	
primary	 school	 student	 participants	 to	 gain	 insider	 perspectives	 and	 also	 with	 their	




notes,	 gave	 insights	 into	 the	 role	 of	 the	 teacher,	 prior	 practices	 and	 the	 learning	
contexts	in	which	the	children	as	participants	learned.		
By	 describing	 and	 interpreting	 the	 shared	 and	 learned	 patterns	 (Harris,	 1968)	 of	
knowledge	and	behaviour	of	the	participants	and	their	environment,	a	more	complete	
understanding	of	 their	 literacy	practices	associated	with	digital	 literary	 text	 could	be	
obtained.	 Using	 the	 principles	 of	 ethnography	 to	 examine	 events	 in	 the	 classroom	
context	supports	an	inductive	process	of	data	collection	and	analysis	by	acknowledging	





the	 interplay	 between	 data	 sets	 being	 utilised	 to	 build	 up	 a	 holistic	 picture	 of	 the	
phenomena	under	investigation.		
Case	study	
A	 case	 study	methodology	 is	 characterised	by	 an	emphasis	 on	 the	wholeness	of	 the	
case.	Miles	 and	Huberman	 (1994)	 describe	 this	wholeness	 as	 a	 bounded	 system,	 “a	
phenomenon	of	some	sort	occurring	in	a	bounded	context”	(p.	25).	Consequently,	case	
study	 methodology	 involves	 researching	 a	 phenomenon	 through	 intensive	 and	
detailed	research	into	an	individual	or	group	as	an	entity	(Mertens,	1998;	Stake,	1995).	
The	 inquiry	 adopted	 a	 case	 study	 approach	 because	 it	 sought	 to	 explore	 a	
phenomenon	within	 specific	boundaries.	 The	bounded	 system	was	 six	digital	 literary	
texts	created	by	Year	5	children	and	the	phenomenon	was	the	construction	of	 these	




uncover	 the	 literacy	 practices	 they	 enacted	 during	 digital	 literary	 text	 construction.	
Literacy	as	social	practice	theory	advocates	the	use	of	text	to	uncover	literary	practices	
(Brommaert,	2008).	The	digital	 literary	text	also	provided	a	bounded	system	in	which	
data	 from	 the	 teacher	 as	 participant	 pertaining	 to	 classroom	 instruction	 associated	
with	 technology,	 digital	 writing	 and	 literary	 text	 could	 be	 discussed	 and	 analysed	
within	the	frame	of	the	text	format,	not	individual	children.		
	
Texts	 play	 a	 central	 role	 in	 literacy	 events	 and	 practices	 with	 the	 events	 usually	
described	according	to	those	using	texts,	and	where	and	how	texts	are	used	(Hamilton,	
2010).	 In	 this	 way	 Barton	 and	 colleagues	 (2000),	 contend	 they	 “are	 observable	 in	
events	which	 are	mediated	by	written	 text”	 (p.	 9).	 Blommaert	 (2008)	 argues	 that	 in	
many	 literacy	 studies,	 texts,	 the	products	of	 literacy,	have	been	artificially	 separated	




Additionally,	 this	 inquiry	 utilised	 a	 collective	 case	 study	 approach.	 Stake	 (2000)	
explains	collective	case	studies	encompass	more	than	one	case	"in	order	to	investigate	
a	 phenomenon,	 population,	 or	 general	 condition"	 (Stake,	 2000,	 p.	 437).		 Using	 a	











Site	 selection	was	 a	 critical	 component	 of	 the	 design	 of	 this	 inquiry	 because	 of	 the	
focus	on	 literary	 text	construction	supported	by	digital	 technology.	As	such,	a	 school	
was	sought	that	had	suitable	access	to	appropriate	technology	and	policies	that	would	
support	a	research	design	which	require	the	children	to	spend	extended	time	creating	




teaching	 staff	 and	 6	 support	 staff.	 Additionally,	 the	 selected	 school	 site	 had	







chosen	as	an	appropriate	year	 level	based	on	 the	 relevance	of	 the	 inquiry’s	 focus	 to	
children’s	literacy	development	and	access	to	technology	for	all	students.	According	to	
AC:E	policy,	students	 in	Year	5	are	expected	to	work	independently	to	read	and	view	
complex	 texts	 such	 as	 digital	 texts	 and	 also	 create	 individual	 well-structured	
multimodal	 digital	 texts.	 They	 are	 also	 expected	 to	 employ	 a	 range	 of	 digital	
technologies	to	present	texts	effectively	for	different	purposes	and	audiences	(ACARA,	




approval	 from	 the	 school	principal	 (see	Appendix	C),	Mrs	Madden	 (pseudonym),	 the	
sole	Year	5	teacher	at	the	school,	was	invited	to	participate	in	the	study	and,	following	
an	 information	 session,	 she	 gave	written	 consent	 for	 her	 participation	 (Appendix	 E).	
Mrs	Madden	had	over	20	years	of	teaching	experience	in	primary	schools.	In	the	three	






criteria	 for	 the	 selection	 of	 participants	 were	 based	 on	 purposive	 sampling.	 Mrs	
Madden,	as	classroom	teacher	with	knowledge	of	the	children	as	literacy	learners,	was	
invited	 to	 select	 students	 in	 her	 class	 with	 a	 range	 of	 abilities	 in	 literacy,	 and	 with	
digital	 technology.	 This	 typical	 case	 sampling	 technique	 provided	 opportunities	 to	
explore	 the	 unique	 characteristic	 of	 each	 child	 participant	 while	 at	 the	 same	 time	
being	able	to	illustrate	examples	typical	of	Year	5	children.	Mrs	Madden	identified	six	
children.	This	small	sample	size	was	most	appropriate	for	the	purposes	of	this	inquiry	
because	descriptive	data	 could	be	 collected	during	 interviews	and	observations	over	
an	 extended	 period.	 	 	 This	 sampling	 technique	 was	 used	 to	 ensure	 careful	
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consideration	was	 given	 to	 the	delicate	nature	of	working	with	 children	 in	 research.	
Mrs	 Madden	 had	 deep	 knowledge	 of	 each	 child’s	 experiences,	 attitudes	 and	
understandings	in	literacy.		
	
A	 parent/guardian	 information	 sheet	 (Appendix	 D)	 was	 sent	 home	 to	 the	 six	 child	
participants.	Five	of	the	six	students	accepted	the	invitation	and	one	did	not.	Through	
discussions	with	 the	 teacher,	 another	 child	was	 identified	 and	 invited	 to	participate,	
and	 both	 the	 child	 and	 their	 parents	 granted	 permission.	 All	 participants	 were	
identified	 and	 approached	 only	 after	 successful	 application	 was	 made	 for	 ethical	
approval	from	the	University	of	Wollongong	Ethics	Committee	(HE)	(see	Appendix	B).		
Table	 3.1	 provides	 an	 overview	 of	 the	 six	 child	 participants	 as	 literacy	 learners.	
Information	about	each	child	 is	shared	 in	 three	columns.	Column	one	 identifies	each	
child	 using	 a	 pseudonym	 for	 reference	 throughout	 the	 thesis.	 The	 second	 lists	 each	
child’s	 access	 to	 technology	 in	 their	 home	 as	 reported	 during	 semi-structured	
interviews.	 The	 third	 column	 lists	 literacy	 results	 from	 school	 reports	 and	 literacy	
rankings	 identified	 in	 the	 national	 standardised	 assessment,	 NAPLAN	 (National	



































































Data	 for	 this	 inquiry	 were	 gathered	 over	 a	 period	 of	 six	 weeks.	 The	 children	 as	
participants	 worked	 with	 the	 researcher	 in	 two	 to	 three	 sessions	 per	 week.	 The	
duration	 of	 each	 session	was	 between	 0.5	 and	 1.5	 hours.	 During	 these	 sessions	 the	
children	engaged	in	a	range	of	literacy	learning	experiences	designed	to	support	their	
eventual	construction	of	digital	literary	texts.	The	sessions	were	a	collaborative	effort	
planned	 between	 Mrs.	 Madden	 and	 the	 researcher.	 In	 this	 way,	 Mrs.	 Madden	
contributed	 to	 the	 planning	 based	 on	 her	 knowledge	 of	 the	 children	 as	 literacy	




in	 the	 process	 of	 creating	 digital	 literary	 texts.	 These	 two	 events	 were	 observable	
experiences	in	which	literacy	had	a	role	and	texts	were	central	to	the	activities	within	
the	event	 (Barton	&	Hamilton,	1998).	 	The	 first	 literacy	event,	 initiated	over	 the	 first	
two	weeks,	was	 the	deconstruction	of	 two	digital	 literary	 texts:	The	 Fantastic	 Flying	
Books	of	Mr	Morris	Lessmore	(Moonbot,	2011)	and	Dust	echoes:	the	Mimis	(Australian	
Broadcasting	 Commission	 (ABC),	 2007).	 This	 event	 was	 designed	 to	 encourage	 the	
children	 to	 consider	 the	ways	 the	authors	had	 created	each	 text.	 Time	was	 spent	 in	
this	 first	event	examining	 the	modal	 choices	made	and	 the	effects	 these	had	on	 the	




secondary	 data	 because	 in	 fact	 this	 inquiry	 sought	 to	 develop	 insights	 into	 the	
following	literacy	event,	the	construction	of	digital	literary	text.		
	
In	 the	 primary	 literacy	 event	 the	 children	 engaged	 in	 their	 own	 digital	 literary	 text	
constructions	 in	 response	 to	 their	 understandings	 developed	 during	 text	
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four	 research	 activities.	 Additionally,	 the	 data	 collection	methodology	 utilised	 in	 the	
two	 events	 and	 associated	 research	 activities	 are	 identified.	 	 The	 data	 collection	









the	 focus	 of	 the	 inquiry,	 with	 particular	 emphasis	 given	 to	 the	 context	 of	 a	 school	
setting	 for	 the	 child	participants.	 Forming	 core	data	were	 interview	 transcripts,	 field	
notes	 from	 observations	 and	 the	 collection	 of	 work	 samples.	 These	 data	 were	
collected	 from	 the	 case	 study	 participants.	 Supporting	 data	 included	 artefacts	
gathered	 throughout	 the	 period	 of	 data	 collection.	 An	 audit	 trail	 (Appendix	 F)	 was	
designed	 for	 the	 purposes	 of	 outlining	 the	 iterative	 stages	 of	 data	 collection	 and	








Interviews	 provide	 rich	 insights	 into	 participants’	 experiences,	 attitudes	 and	 feelings	
(May,	1997).	Lincoln	and	Guba	(1985)	describe	interviews	as	an	important	method	for	
capturing	the	constructions,	reconstructions	and	projections	related	to	a	participant’s	


















Merriam	 (1998)	 describes	 semi-structured	 interviews	 as	 open	 ended	 and	 only	
somewhat	structured.	Semi-structured	interviews	assume	that	the	respondents	define	
their	experiences	in	unique	ways.	In	the	present	study,	information	was	collected	from	
each	 of	 the	 participants	 in	 order	 to	 determine	 their	 prior	 knowledge.	 However,	
flexibility	was	required	with	the	wording	of	questions,	the	order	of	questions	and	the	
use	of	follow-up	prompts	and	guiding	questions.	This	flexibility	was	particularly	useful	
when	participants	 required	additional	 information	 to	answer	 the	questions,	or	when	
refocusing	 on	 the	 question’s	 intent	was	 needed.	 A	 semi-structured	 interview	 design	
allowed	 the	 researcher	 to	 probe	 beyond	 the	 set	 questions	 to	 discover	 more	
information	 if	 required.	This	meant	that	 the	 interviewer	could	seek	both	clarification	
and	elaboration	of	the	answers	given	(May,	1997).	
Semi-structured	 interviews	 were	 conducted	 with	 both	 the	 children	 and	 the	 teacher	





The	semi-structured	 interview	schedule	 is	available	 in	Appendix	G.	An	explanation	of	
the	interviews	at	each	of	the	four	points	in	the	research	sequence	is	now	given.	
Initial	teacher	interview	to	explore	the	classroom	context	
A	 semi-structured	 interview	 with	 Mrs	 Madden	 was	 conducted	 prior	 to	 classroom	
observations,	with	twofold	intent.	First,	it	would	afford	the	building	of	rapport	so	Mrs	
Madden	 could	 feel	 at	 ease	 to	 express	 her	 own	 feelings	 and	 experiences	 throughout	
the	interviews.	This	rapport	was	essential	because	later	data	collection	with	the	child	
participants	 would	 be	 conducted	 over	 an	 extended	 time	 in	 a	 setting	 that	 was	 the	
responsibility	of	the	teacher.	Secondly,	the	interview	data	allowed	for	the	collection	of	
background	information	about	the	classroom	in	which	all	of	the	children	learned.	Mrs	
Madden	was	 invited,	 through	a	 series	of	questions	and	prompts,	 to:	 a)	discuss	ways	
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that	 technology	had	been	 integrated	 into	 the	 literacy	 teaching	and	 learning	program	
that	year,	b)	share	the	prior	literacy	experiences	in	the	classroom,	and	c)	predict	the	six	








interviews	was	 the	 first	 from	the	 individual	child	participants.	Prior	 to	 the	 interviews	





was	 held	 in	 a	 small	 room	 next	 to	 the	 regular	 classroom	 and	 recorded	 via	 movie	
recorder	and	audio	recorder.	The	aim	of	 these	 initial	 interviews	was	to	capture	each	
child	participants’	perceptions	of	themselves	as	viewers	and	authors	of	digital	literary	
texts	as	well	as	their	preferences	and	attitudes	to	technology	and	literacy.	Determining	




A	 final	 semi-structured	 interview	 (Appendix	 K)	 was	 completed	 with	 the	 six	 child	
participants	after	they	had	viewed	two	digital	literary	texts	and	created	their	own.	As	









conclusion	 of	 the	 data	 collection.	 The	 teacher’s	 post-observation	 interview	 was	
approximately	 45	minutes	 in	 duration	 and	 it	was	 recorded	 using	 an	 audio	 recorder.	
The	 aim	 of	 this	 interview	 was	 to	 share	 with	 Mrs	 Madden	 observations,	 interview	
responses	 and	 artefacts	 collected	 from	 the	 children	 throughout	 the	 inquiry,	 and	 to	
invite	her	reflections	and	insights	as	their	regular	classroom	teacher.	These	reflections	






with	 the	 researcher	 as	 they	 engaged	with	 the	 literacy	 events	 of	 deconstructing	 and	
then	 constructing	 digital	 literary	 texts.	 Lankshear	 and	 Knobel	 (2004)	 explain	 that	
researchers	in	educational	contexts	should	become	‘insiders’	in	the	environment	being	
observed	 in	 order	 to	 deeply	 understand	 the	 participants’	 practices.	 The	 researcher	
therefore	worked	alongside	the	participants,	viewing,	talking,	supporting	and	learning	
along	 the	 way.	 Bogdan	 and	 Biklen	 (1992)	 refer	 to	 this	 as	 “capturing	 a	 slice	 of	 life”	
(p.84).	 These	 observations	 provided	 a	 basis	 for	 in-depth	 exploration	 of	 the	 literacy	
practices	of	the	six	digital	literary	text	constructions.	
Participant	 observer	 techniques	 were	 utilised	 when	 working	 with	 the	 six	 child	
participants	 (Cresswell,	 2013).	 The	 child	 participants	 were	 fully	 aware	 of	 the	
researcher	 and	 the	 intent	 of	 the	 observations.	 As	 the	 researcher	 was	 also	 the	
facilitator	of	the	deconstructing	and	constructing	of	digital	 literary	texts,	the	 learning	
experiences	were	recorded	via	audio	and	visual	recordings.	This	allowed	a	more	active	




Over	 a	 period	 of	 six	 weeks,	 the	 child	 participants	 were	 the	 focus	 of	 approximately	
twenty	 structured	 and	 unstructured	 observations	 (Lankshear	 &	 Knobel,	 2004)	 with	
each	 observation	 lasting	 between	 approximately	 half	 an	 hour	 and	 one	 and	 a	 half	
hours.	The	observations	were	undertaken	two	to	three	times	per	week.	Depending	on	
the	 completion	 time	 of	 text	 construction,	 there	 was	 a	 variation	 in	 the	 number	 of	
observations	for	each	child.	Observations	occurred	during	the	normal	morning	literacy	
time	between	9.00	 and	 11.00am.	 Structured	observations	were	 carefully	 planned	 to	
include	 literacy	experiences	 that	 the	children	participated	 in	based	on	digital	 literary	
texts.	For	example,	children	engaged	 in	an	author’s	chair,	as	an	opportunity	for	each	
writer	to	share	and	receive	feedback	from	their	peers.	The	unstructured	observations	
had	 no	 defined	 tasks	 planned	 and	 instead	 focused	 on	 capturing	 the	 children’s	
behaviours	and	practices	throughout	their	literacy	experiences.	While	the	three	initial	
field	 observations	 took	 place	 in	 the	 classroom	 based	 on	 planned	 literacy	 learning	
experiences	 organised	 by	 the	 teacher,	 all	 other	 observations	 were	 completed	 in	 a	
small	 room	 next	 to	 their	 regular	 classroom.	 The	 purpose	 of	 using	 this	 room	was	 to	
provide	a	space	where	the	children	could	freely	participate	in	the	deconstruction	and	
construction	 literacy	events	 in	 the	 inquiry	 in	 an	environment	 that	was	 close	 to	 their	
teacher	 but	 also	 provided	 a	 safe	 and	 productive	 environment	 for	 video	 and	 audio	
recording.	Whilst	the	 literacy	experiences	that	the	children	participated	were	a	slight	
departure	from	the	normal	classroom	routine,	the	general	focus	on	the	deconstruction	
and	 construction	 of	 literary	 text	 was	 carried	 on	 throughout	 the	 normal	 literacy	









































































Three	 field	observations	were	 completed	at	 the	beginning	of	 the	 inquiry	 in	order	 to	
observe	the	children	as	participants	in	their	classroom	program.	The	purpose	of	these	
observations	was	 to	 learn	about	 the	children	as	 literacy	 learners	and	 to	get	 to	know	
them	in	a	familiar	environment	before	working	one-on-one	in	structured	observations.	
During	these	observations	children	engaged	in	a	range	of	literacy	learning	experiences,	






participant	worked	with	 the	 researcher	 to	 explore	 examples	 of	 digital	 literary	 texts.	
These	sessions	were	opportunities	to	talk	about	the	social	context	and	purpose	of	the	
texts	 and	 the	 structural	 and	 multimodal	 features	 designed	 to	 make	 and	 share	
meaning.	 Derewianka	 (1991)	 explains	 that	 deconstruction	 provides	 a	 means	 of	
examining	models	of	texts,	which	students	might	refer	to	when	writing	independently.	
These	observations	were	designed	to	provide	children	with	examples	of	digital	literary	
text	 formats	 to	 support	 their	 understanding	 of	 the	 text	 they	 would	 later	 plan	 and	
construct.	 Three	 observation	 sessions	 engaged	 the	 children	 in	 the	 viewing	 and	
deconstruction	of	 two	digital	 literary	 texts.	 The	purpose	was	 to	 look	across	 the	data	




Two	 digital	 literary	 texts	 were	 selected	 for	 each	 of	 the	 six	 children	 to	 view	 and	
deconstruct	with	 the	guidance	of	 the	 researcher.	The	Board	of	Studies	 (BOS)	 in	New	
South	Wales	(NSW)	recommended	texts	to	teachers	of	kindergarten	to	Year	10	in	the	
document,	 ‘Suggested	Texts	 for	 the	English	K-10	Syllabus	guide	 for	 teachers	 in	NSW’	
(Board	 of	 Studies	 (BOS),	 2012).	 This	 document	 provides	 a	 list	 of	 different	 texts	




are	expected	to	study,	evaluate	and	create	 these	types	of	 text	as	part	of	 the	English	
curriculum.	For	students	in	Year	5,	there	are	five	suggested	media,	multimedia	and/or	
digital	 texts	suggested,	of	which,	 two	were	selected	for	deconstruction:	Dust	echoes:	




twelve	 animated	 Aboriginal	 dreamtime	 stories	 from	 the	 Wugullar	 (Beswick)	
Community	 in	Central	Arnhem	Land	in	the	Northern	Territory	 in	Australia.	Each	story	
was	 originally	 recorded	 as	 an	 audio	 file	 and	 then	 interpreted	 as	 a	 short	 animated	
movie	 by	 various	 Australian	 animators.	 In	 addition	 to	 the	 animated	 movies,	 the	
website	 includes	 a	 written	 version	 of	 each	 dreamtime	 story	 with	 accompanying	
resources	such	as	a	synopsis,	quiz,	study	guide	and	glossary.		
	
The	Mimis	 is	 about	 a	 small	 child	with	 perceived	weaknesses	who	 follows	 the	 spirits	
from	the	underworld	and	becomes	lost	from	his	family.	The	underlying	message	of	the	
story	 is	 about	acceptance	and	diversity.	 The	 text	 is	 told	as	a	movie,	 including	audio,	




versions	 by	 William	 Joyce	 and	 Moonbot	 Studios:	 an	 animated	 film	 (2011),	 an	 app	






with	 a	 colourless	 world	 filled	 with	 little	 hope.	 As	 Morris	 ponders	 the	 purpose	 and	
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direction	of	his	 life	he	notices	a	woman	 flying	 through	the	sky,	 led	by	a	squadron	of	
books.	The	flying	lady	urges	Morris	to	follow	her	to	a	library	where	he	soon	amongst	





reinvention	 of	 digital	 storytelling	 that	 blurs	 the	 line	 between	 picture	 books	 and	
animated	 film.	 	 The	 use	 of	 animation,	 interactivity,	 original	music,	 vivid	 illustrations	





task	 and	 a	 general	 preview	 of	 the	 text.	 It	 was	 emphasised	 to	 each	 child	 that	 the	






capture	 the	 communicative	 exchange	 and	 to	 support	 a	 closer	 and	 more	 detailed	
reading	of	collaborative	interpretations	that	ultimately	allows	for	clearer	explanations.	




capturing	 software	 program	 called	 Camtasia	 (TechSmith,	 2011)	was	 used	 to	 capture	
the	 movements	 on	 the	 screen	 from	 each	 child.	 This	 recording	 provided	 valuable	
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reporting	 allowed	 the	 researcher	 to	 gather	 data	 by	 asking	 participants	 to	 vocalise	






















observation	 of	 the	 two	 select	 texts.	 This	method	 of	 inquiry	 has	 been	 used	 by	many	




behaviours	 and	 practices	 and	 it	 can	 help	 the	 researcher	 learn	more	 about	 cognitive	
processes	 that	 cannot	 be	 observed.	 Spires	 and	 Estes	 (2002)	 recommend	 that	 think-
aloud	 protocols	 be	 used	 to	 support	 observational	 data	 to	 help	 uncover	 potential	
cognitive	 processes	 inherent	 in	 texts	 such	 as	 digital	 literary	 texts.	 In	 this	 inquiry	 a	
think-aloud	protocol	was	used	to	collect	the	verbalisation	of	the	participant	after	they	
had	 completed	 the	 first	 viewing	 of	 the	Dust	 echoes:	 the	Mimis.	 It	 was	 designed	 to	
support	 the	 children	 to	 have	 some	 space	 to	 discuss	with	 the	 researcher	 their	 initial	
thoughts	 when	 deconstructing	 the	 text	 and	 to	 aid	 the	 children	 to	 build	 some	
confidence	and	 language	 to	partake	 in	 the	second	digital	 literary	 text	 reading	of	The	
Fantastic	Flying	Books	of	Mr	Morris	Lessmore	(Moonbot,	2011).	
	




























After	viewing	 the	 two	digital	 texts,	 the	six	 child	participants,	over	 the	course	of	 four	
weeks,	created	their	own	digital	literary	text	across	fourteen	writing	sessions.	Each	of	
these	 sessions	 was	 set	 up	 in	 a	 small	 room	 next	 to	 the	 children’s	 classroom.	 All	 six	
children	 worked	 in	 this	 room	 at	 the	 same	 time.	 This	 environment	 allowed	 the	
observations	to	be	recorded	without	the	likelihood	of	non-participants	being	videoed.	
It	also	provided	an	opportunity	for	the	six	child	participants	to	create	their	own	digital	
literary	 texts	 and	 also	 collaborate	 with	 one	 another.	 Structured	 and	 unstructured	
observations	occurred	throughout	the	fourteen	sessions.	
Structured	observations	
The	 structured	 observations	 were	 a	 collaborative	 effort	 planned	 between	 Mrs.	
Madden	and	the	researcher	based	on	mini	lessons	focused	on	the	writing	processes	of	
digital	 literary	 texts.	 The	 researcher	 administered	 the	 sessions.	 From	 the	 initial	
interview	data	it	was	identified	that	while	the	children	had	vast	experience	in	creating	
narratives	and	factual	digital	texts,	they	had	limited	experience	creating	digital	literary	







The	 six	 children	also	were	observed	during	 independent	 time.	During	 these	 sessions	
they	worked	 independently,	 however	 the	 researcher	 and	 teacher	were	 available	 for	
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consultation	as	 requested	by	 the	 individual	children.	Unstructured	observations	gave	
the	 researcher	 the	 opportunity	 to	 observe	 individual	 children	 and	 provide	 support	
where	 needed.	 Observations	 during	 these	 sessions	 were	 captured	 in	 four	 different	
ways.	 The	 audio-visual	 camera	 was	 used	 to	 capture	 general	 interactions	 and	
behaviours	 of	 the	 students	 as	 a	 group.	 The	 contextual	 data	 from	 the	 camera	 added	
important	 insights	 to	 the	 environment	 in	which	 the	 child	 participants	worked.	 Field	
notes	 were	 also	 utilised	 to	 record	 the	 thoughts	 of	 the	 researcher	 during	 and	 after	
observing	 the	 participants.	 	 However,	 the	 researcher’s	 role	 of	 participant	 observer	
meant	that	field	notes	could	not	always	be	captured	as	the	child	participants	required	
support	with	 their	 writing.	 In	 these	 instances,	 the	 audio-visual	 camera	 acted	 as	 the	
main	 observation	 tool.	 After	 each	 recording	 the	 researcher	 viewed	 these	 recordings	
and	scribed	the	actions	and	discussions	viewed.	Lastly,	throughout	the	writing	process	
a	 Camtasia	 screen	 capturing	 recordings	 was	 utilised	 at	 different	 points	 of	 the	
construction	process.	Whilst	this	recording	data	provided	important	micro	data	of	the	
screen	actions	for	each	child,	it	only	allowed	one	child	to	be	recorded	at	any	given	time	






to	 export	 their	 published	 digital	 literary	 text	 for	 sharing	 with	 the	 researcher.	 The	
exporting	process	for	each	child	was	dependent	on	the	publishing	platform	used.	For	
example,	 one	 student	 used	 Keynote	 (Apple,	 2013a)	 as	 the	 publishing	 platform	 and	
chose	to	use	Google	Drive	(Google,	2013)	to	export	the	file	to	the	researcher,	as	it	was	
too	large	to	send	via	email.	Another	student	airdropped	the	file	from	her	iPad	to	the	
researcher’s	 computer	 as	 this	 proved	 the	 most	 effective	 method	 based	 on	 the	
publishing	 platform.	 This	 process	 of	 sharing	 proved	 important	 to	 the	 process	 for	






During	 the	 initial	 stages	 of	 the	 inquiry,	 artefacts	 were	 collected	 from	 the	 teacher	
participant	 and	 the	 classroom	 environment	 to	 explore	 the	 learning	 context	 more	
deeply.	 	Lankshear	and	Knobel	 (2004)	explain	that	written	data	such	as	artefacts	can	
be	 categorised	 according	 to	 their	 relationships	 to	 the	 inquiry.	 Extant	 artefacts	 are	
those	 that	 exist	 independently	 of	 the	 inquiry.	 In	 other	 words,	 they	 would	 still	 be	
produced	 had	 there	 not	 been	 a	 research	 inquiry.	 In	 this	 inquiry	 extant	 artefacts	
involved	classroom	photos	of	past	work	displayed	in	the	classroom.		
These	 data	 helped	 provide	 the	 context	 and	 background	 of	 the	 case	 and	 provided	









Both	 types	 of	 artefacts	 were	 essential	 background	 to	 understanding	 the	 collective	
case.	 Hodder	 (2000,	 p.	 157)	 observes	 that	 any	 texts	 collected	 as	 data	 need	 to	 be	
analysed	in	the	“contexts	of	their	conditions	of	production	and	reading”	and	it	is	within	










Data	 was	 initially	 organised	 according	 to	 the	 individual	 case	 records.	 To	 begin	 this	
process,	the	initial	and	post-interview	data	from	the	teacher	was	transcribed	and	the	
artefacts	 collected	 during	 initial	 field	 visits	were	 collated	 and	 chronologically	 coded.	








the	 teacher	 case	 record	 as	 it	 involved	 rich	 data	 sets	 that	 required	 organisation	 and	
segmenting	to	allow	the	researcher	to	collate,	analyse	and	code	in	the	same	document	
multiple	data	sources.	To	manage	this	thick	set	of	data,	individual	digital	folders	were	
firstly	 set	 up	 for	 each	 participant,	 in	 which	 data	 could	 be	 stored	 chronologically	
according	to	date	and	type.	The	preliminary	process	 involved	processing	audio-visual	
data	 into	 textual	 data	 by	 transcribing	 the	 initial	 interview	 data	 from	 each	 child	
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participant	 from	 the	 audio-visual	 recordings.	 Following	 the	 transcription	 of	 initial	
interviews,	 artefacts	 in	 the	 form	 of	 student	 assessment	 data	 was	 added	 as	 screen	
shots	 to	 the	 case	 record.	 Next,	 data	 from	 observations	 of	 each	 child	 as	 they	
deconstructed	the	two	digital	 literary	texts	was	organised	to	form	a	screen	recording	
script.	 Each	 script	 included	 Camtasia	 recordings	 from	 the	 viewing	 of	 the	 two	 digital	
literary	 texts	 by	 each	 child	 and	 their	 responses	 to	 the	 verbal	 recall	 and	 think-aloud	
protocols.	 Transcriptions	 of	 the	 Camtasia	 recordings	 provided	 data	 of	 the	 screen	
actions	and	discussions	between	the	child	and	the	researcher	whilst	viewing	each	text.	
Each	recording	was	viewed	on	one	screen	while	reading	actions	and	discussions	were	
typed	 into	 a	 separate	word	 document.	 The	 recording	was	 played	 from	beginning	 to	
end	 and	 was	 paused	 at	 each	 successive	 action.	 An	 excerpt	 from	 one	 student’s	








they	 constructed	 their	 own	 digital	 literary	 text	was	 organised.	 This	 thick	 description	














Considering	 the	 inquiry’s	 theoretical	 foundations	 in	 literacy	 as	 a	 social	 practice	 and	
new	literacy	theory,	the	analytical	goal	was	to	make	sense	of	the	new	literacy	practices	







the	 theoretical	 frame	 for	data	analysis.	By	analysing	 the	data	according	 to	 the	social	
context	 it	 was	 observed	 in	makes	 it	 possible	 to	 consider	 how	 the	 literacy	 practices	













The	 data	 analysis	 involved	 three	 processes:	 segmenting	 and	 reducing	 data	 into	 two	
literacy	events,	deductively	analysing	data	according	to	the	theoretical	 frames	of	 the	
inquiry,	and	inductively	analysing	the	data	according	to	emerging	themes.		In	this	way	
the	 patterns	 can	 be	 coded	 based	 firstly	 on	 the	 knowledge	 of	 the	 theory	 and	 then	
further	 developed	 based	 on	 emerging	 patterns	 in	 the	 data.	 Each	 of	 these	 analytical	
processes	is	explicated	below.	This	hybridised	approach	complemented	the	theoretical	
orientations	 of	 the	 inquiry	 by	 allowing	 the	 tenets	 of	 the	 two	 theoretical	 frames	 of	
literacy	as	a	social	practice	and	new	literacies	theory	to	be	 integral	to	the	process	of	







Data	 reduction	 in	 this	 inquiry	 involved	decisions	about	which	data	was	 significant	 to	
the	 research	 questions	 of	 the	 inquiry	 (Silverman,	 2000).	 This	 meant	 data	 could	 be	
segmented	 into	 themes	 that	 addressed	 specific	 aspects	 of	 the	 research	 focus	
(Merriam,	 1998).	 In	 this	 inquiry,	 the	 process	 for	 reducing	 the	 data	was	 through	 the	
segmentation	of	the	data	organised	in	the	case	records	into	the	two	extended	literacy	





















Researchers	 of	 social	 theories	 of	 literacy,	 the	 primary	 theoretical	 orientation	 of	 this	
inquiry,	often	use	 literacy	events	as	 the	basic	unit	of	analysis	of	data	 (e.g.,	Barton	&	
Hamilton,	 1998;	 Street	 and	 Baker,	 2006).	 As	 events	 constitute	 the	 discourses	 and	
actions	 that	 are	 socio-culturally	 defined,	 data	 analysis	 can	 account	 for	 the	 dynamic	
contributions	 that	 the	 individual	 participants	 and	 groups	 make	 during	 the	 event	
(Rogoff,	1995).		According	to	this	perspective	the	children	as	the	primary	participants	
developed	literacy	practices	in	situational	contexts	and	therefore	examination	of	these	
practices	 should	 be	 in	 a	 context	 in	 which	 the	 object	 of	 the	 analysis	 becomes	 the	













was	 organised	 to	 provide	 a	 rich	 account	 of	 the	 observed	 and	documented	practices	
and	discussions	 from	each	of	 the	participants	according	to	each	 literacy	event	 in	 the	
social	context	(see	Figure	3.8).	It	is	important	to	note	that	while	the	construction	of	a	
digital	literary	text	formed	the	primary	literacy	event	in	this	inquiry,	the	deconstruction	
event	 acted	 as	 secondary,	 providing	 an	 additional	 opportunity	 to	 explore	 the	 social	
contexts	 of	 the	 six	 child	 participants,	 including	 their	 prior	 knowledge	 and	 the	 social	








Following	 on	 from	 segmenting	 of	 case	 record	 data	 into	 literacy	 events,	 deductive	
analysis	 was	 undertaken.	 Deductive	 analysis	 refers	 to	 analysis	 that	 utilises	 prior	
assumptions	 and	 theories	 to	 analyse	 data.	 Yin	 (1989)	 explains	 that	 qualitative	
researchers	using	case	study	methodology	adopt	a	process	where	data	is	compared	to	
established	 theory	 in	 order	 to	 support	 that	 theory	 or	 suggest	 an	 alternative	
interpretation	(p.38).	In	this	inquiry	the	process	of	deductive	analysis	involved	drawing	
together	 three	 category	 codes	 for	 analysis.	 The	 categories	 emerged	 from	 the	 two	
theoretical	perspectives,	literacy	as	social	practice	and	new	literacies	theory.	The	three	
category	codes	identified	for	deductive	analysis	are	WP	(writing	process),	MC	(modes	
for	 communication)	 and	 R	 (resources).	 Each	 acted	 as	 a	 template	 in	 the	 form	 of	 a	
category	 code	 that	 was	 applied	 as	 a	 means	 of	 analysing	 the	 data	 for	 subsequent	
inductive	 interpretation.	 Through	 the	 analysis	 of	 the	 three	 codes	 data	 could	 be	
examined	to	reveal	more	comprehensive	understandings	of	the	 literacy	practices	the	




To	 complete	 this	 deductive	 analysis,	 the	 deconstruction	 and	 construction	 scripts	 for	
each	 participant	 described	 in	 the	 previous	 section	 were	 read	 in	 their	 entirety	 and	
coded	 against	 the	 three	 category	 codes	 previously	mentioned.	 Each	 of	 the	 category	









writer’s	 position,	 purpose,	 audience	 and	 knowledge	 of	 structural	 and	 language	




and	 technological	 contexts.	 In	 other	 words,	 we	 are	 able	 to	 document	 the	 literacy	




that	 text	 construction	 is	 a	 socially	 constructed	 process	 where	 users	 and	 consumers	
move	 between	 nonlinear	 stages	 (Calkins,	 1983;	 Graves,	 1994;	Murray,	 1982;	 Smith,	








Modes	 for	 communication	 refer	 to	 how	 meaning	 is	 created	 and	 distributed	 to	
compose	a	message,	 for	example,	written,	oral	 and	visual	modes.	 In	 this	 inquiry	 the	
modes	of	written,	visual,	oral	and	audio	were	identified	and	examined.	The	oral	mode	
includes	 voice-overs	 and	 the	 audio	 mode	 refers	 to	 sound	 effects	 and	 music.	 New	
literacies	research	(e.g.,	Kalantzis	&	Cope,	2012;	Lankshear	&	Knobel,	2003;	Leu	et	al.,	
2013)	 proposes	 that	 meaning	 in	 digital	 texts	 is	 constructed	 across	 ensembles	 of	
modes,	 and	 that	multiple	modes	 require	 new	 literacy	 practices.	 The	way	modes	 are	
represented	 in	 digital	 text	 can	 look	 different	 to	 paper-based	 text.	 As	 a	 result	 these	
modes	 shape	 the	meaning	 that	 is	 designed	 by	 the	 author	 and	 communicated	 to	 an	





the	 text	 they	 are	 constructing.	 Unlike	 traditional	 paper-based	 texts	 that	 typically	
combine	two	types	of	media,	written	print	and	two	dimensional	graphics,	digital	texts	
integrate	 a	 range	 of	 dynamic	 and	multiple	media	 formats	 including	moving	 images,	
sound	and	 interactivity	 (Callow,	2013).	New	 literacies	 theory	 therefore	assumes	 that	
users	 of	 digital	 texts	 must	 understand	 how	 to	 construct,	 design	 and	 upload	 these	
digital	 features	by	understanding	 the	different	 resources	available	 (Leu	et	 al.,	 2013).	
The	 data	 analysis	 in	 this	 study	 therefore	 considered	 the	 multiple	 resources	 the	 six	














for	 each	 child.	 Silvermann	 (2000)	 explains	 that	 coding	 data	 according	 to	 theoretical	
frames,	 such	 as	 the	 deductive	 process	 discussed	 above,	 should	 only	 be	 used	 as	 the	
initial	stage	of	analysis.	Examining	more	closely	the	relationships	between	the	data	is	














from	 the	 deductive	 analysis	 of	 the	 deconstruction	 and	 construction	 scripts	 for	 each	
child,	 a	 range	 of	 sub-themes	 emerged.	 These	 sub-themes	 were	 expansions	 of	 the	
deductive	themes	discussed	earlier	in	this	section.	In	Table	3.4,	an	excerpt	of	some	of	

































At	 this	 point	 of	 the	 analysis,	 the	 inductive	 coding	was	 contained	within	 each	 of	 the	






an	 effort	 to	 establish	 patterns	 within,	 in	 order	 to	 draw	 conclusions	 about	 the	
phenomena	 (Yin,	1989).	 Therefore,	 a	 further	analysis	of	 the	data	was	undertaken	 to	
determine	the	relationships	between	these	sub-themes	across	all	case	studies.	In	this	
final	analytical	process,	data	commonalities	and	differences	were	identified	across	the	
six	 individual	 cases	 in	 order	 to	 examine	 the	 implications	 for	 the	 data	 as	 a	 collective	
case.	 By	 systematically	 analysing	 the	 scripts	 of	 each	 child,	 commonalities	 and	
differences	 among	 the	 collected	 data	were	 noted,	 checked	 and	 re-checked	 to	make	
links	between	the	various	parts	of	the	data	and	the	emergent	dimensions	of	the	data.	
This	process	was	 repeated	many	 times	 to	ensure	 congruence	between	 the	data	and	
the	emerging	themes	(Burns,	1995).		In	this	way	the	bounded	system	(Stake,	1995)	of	









































































Qualitative	 research	 designs	 tend	 to	 include	 smaller	 numbers	 of	 participants	 than	
those	 used	 in	 quantitative	 and	 mixed	 methods	 approaches.	 In	 this	 inquiry,	 the	
experiences	 of	 six	 children	 and	 one	 teacher	 were	 examined	 as	 the	 children	
deconstructed	and	constructed	digital	literary	texts.	While	the	results	obtained	are	not	
transferable	 to	other	contexts,	a	 small	 sample	 size	offers	 the	opportunity	 to	provide	
important	 insights	 for	 educators,	 policy	makers	 and	 researchers	 about	 the	 demands	





useful	 in	 analysing	 similar	 cases.	 Furthermore	 Stake	 (2006)	 argues	 that	 the	
contribution	 to	 research	 of	 collective	 case	 studies	 is	 the	 variety	 of	 components	 and	
constraints	 found	 in	 individual	 cases	 that	 are	 bounded	 by	 the	 collective	 case.	 The	
outcomes	of	this	collective	case	study	contribute	to	further	developing	the	theoretical	















design.	 The	 researcher	 and	 teacher	 often	 collaborated	 and	 shared	 the	 activities	 and	
work	 samples	of	 children	who	were	participants	 and	non-participants	 in	 the	 inquiry.	
Through	this	sharing,	the	teacher	as	participant	had	opportunities	to	experience	new	
perspectives	on	the	setting,	the	people,	the	events	and	their	experiences	within	it.	This	


















The	 research	 inquiry	 was	 designed	 around	 qualitative	 case	 study	 design	 and	
ethnographical	 principles.	 Methods	 and	 procedures	 were	 designed	 to	 suit	 the	
interpretative	 nature	 of	 the	 inquiry	 and	 the	 theoretical	 frames	 considered.	
Additionally,	 the	design	of	 this	 inquiry	was	carefully	considered	to	accommodate	 the	
sensitive	nature	of	working	with	children.	According	to	Kirk	(2007),	the	unequal	power	
relations	 that	 exist	 between	 children	 and	 adults	 in	 society	 are	 reproduced	 during	
research.	 Children	 may	 feel	 pressured	 to	 participate	 or	 express	 their	 opinions	 and	
ideas	based	on	what	they	believe	the	adult	wants	to	hear	 (McCrum	&	Bernal,	1994).	
Therefore,	 careful	 consideration	 to	 the	 research	 methodology	 and	 the	 relationship	
between	 researcher	 and	 participants	 must	 be	 considered.	 	 Christensen	 and	 James	
(2008)	 explain	 that	 children,	 like	 adults,	 “can	 and	 do	 participate	 in	 structures	 and	
unstructured	 interviews,	 they	 fill	 in	 questionnaires,	 they	 use	 new	 media;	 they	 are	
involved	 in	 action-research;	 and,	 on	 their	 own	 terms,	 they	 allow	 the	 participant	
observer	 to	 join	with	 them	 in	 their	 daily	 lives”	 (p.	 2).	 Adopting	 this	 perspective,	 the	
inquiry	explored	the	experiences	of	the	selected	children	by	designing	methodologies	
that	 used	 language	 and	 structures	 appropriate	 to	 the	 age	 of	 the	 children.	 The	






next	 to	 the	 classroom	 that	 the	 children	 regularly	 used.	 The	 children	 therefore	 knew	
the	environment	and	they	could	see	and	access	their	normal	classroom	at	all	times.		
Informed	consent	
To	 ensure	 all	 participants	 were	 informed	 of	 the	 aims	 and	 the	 expectations	 of	 the	






could	withdraw	at	any	 time.	The	congruence	between	 the	 research-related	activities	




All	 data	 collected	 remained	 confidential.	 Case	 study	 data,	 although	 not	 collected	
anonymously,	 remained	 confidential.	 All	 names	 or	 distinguishing	 features	 were	
replaced	with	pseudonyms	before	coding,	analysis	and	dissemination.	All	documents	
collected	in	the	case	study	remained	in	a	locked	cabinet	in	the	researcher’s	office.	No	
















participant	 for	 approximately	 seventeen	 sessions,	 depending	 on	 the	 time	 of	 text	
completion.	 Prior	 to	 these	 sessions,	 the	 researcher	 was	 also	 involved	 in	 three	 field	





in	 concert	 compensates	 for	 their	 individual	 limitations	 and	 exploits	 their	 respective	
benefits.	 Triangulating	 multiple	 sources	 of	 data	 increases	 the	 trustworthiness	 and	
credibility	of	the	findings.	Olson	(2003)	explains	that	triangulation	also	has	the	capacity	
to	develop	beyond	a	credible	 tool	 to	also	deepen	and	widen	one’s	understanding	of	
the	phenomenon	being	studied.	This	 is	particularly	 important	 in	consideration	of	 the	
ethnography	 and	 case	 study	 methodology	 adopted	 in	 this	 inquiry,	 since	 the	 lived	
experiences	 of	 the	 participants	 contributed	 significantly	 to	 understanding	 the	
collective	 case.	 Two	 modes	 of	 triangulation	 were	 considered	 in	 this	 inquiry:	 1)	





the	 credibility	 of	 a	 qualitative	 inquiry	when	evidence	 is	 gathered	 and	 analysed	 from	










use	 of	 multiple	 informants	 enables	 individual	 viewpoints	 and	 experiences	 to	 be	




in	 association	 with	 the	 six	 child	 participants’	 perspectives,	 meant	 that	 the	 various	
perspectives	made	 the	 findings	more	powerful	 (Evans,	2009).	The	classroom	teacher	
could	 add	 additional	 information	 and	 beliefs	 to	 the	 insights	 and	 observations	 from	
each	child.		
Audit	trail	
Creating	 an	 audit	 trail	 provides	 a	 structure	 for	 documenting	 how	 the	 inquiry	 was	
conducted	(Ary	et	al.,	2006).	Most	importantly,	an	audit	trail	provides	evidence	of	the	
“investigator’s	mind	 processes,	 philosophical	 position	 and	 bases	 of	 decisions”	made	
(Lincoln	&	Guba,	1985,	p.	109).	In	this	inquiry	the	audit	trail	was	developed	to	code	the	





case	 study.	 Guided	 by	 the	 two	 theoretical	 frameworks	 discussed	 in	 Chapter	 2,	 the	
inquiry	 adopted	 a	 qualitative	 case	 study	 approach	 underpinned	 by	 ethnographic	
principles.	The	inquiry	collected	data	from	interviews,	observations	and	work	samples,	









used	 process	 to	 further	 refine	 the	 data	 analysis	 and	 enable	 the	 researcher	 to	
characterise	 and	 compare	 the	 underlying	 themes	 across	 the	 individual	 case	 studies.	













referenced	 using	 the	 codes	 (for	 example	 FN0.1,	 POIT)	 from	 the	 audit	 trail	 (see	
appendix	 F).	 The	 process	 of	 data	 analysis	 in	 consideration	 of	 the	 two	 theoretical	
frames	of	 literacy	as	a	social	practice	and	new	 literacy	 theory	were	used	to	examine	
the	literacy	practices	they	utilised	during	digital	literary	text	construction.		This	chapter	








portrait,	 followed	 by	 an	 overview	 of	 the	 digital	 literary	 text	 they	 constructed.	
Subsequently,	the	process	children	as	authors	utilised	during	their	digital	 literary	text	
construction	 is	 explored.	 This	 focus	 on	 the	 text	makes	 it	 possible	 to	 investigate	 the	
writing	 process,	 modes	 for	 communication,	 and	 resources.	 Each	 case	 portrait	
concludes	 with	 an	 interpretative	 summary.	 Together,	 these	 findings	 provide	 an	
understanding	 of	 the	 literacy	 practices	 and	 associated	 resources	 used	 during	 digital	
text	construction	by	the	Year	5	children	who	participated	in	this	inquiry.		
	
Figure	 4.1	 shows	 the	 relationship	 between	 the	 theoretical	 underpinnings	 and	 the	
reporting	 of	 data.	 This	 relationship	 is	 presented	 schematically	 by	 relating	 the	
theoretical	 foundations	of	 the	 inquiry	 to	 the	reporting	of	 the	data.	The	data	analysis	
does	 not	 aim	 to	 describe	 the	 entire	 social	 learning	 culture	 of	 all	 the	 participants.	














Field	 notes,	 artefact	 collection	 and	 teacher	 interviews	 provided	 insights	 into	 Mrs	





Mrs	Madden	 shared	 that	 explicit	 skills	 and	 strategies	 for	 digital	 reading	 and	writing	
were	 not	 taught	 in	 her	 classroom	 (POIT).	 There	 appeared	 to	 be	 an	 assumption	 that	
paper-based	reading	and	writing	skills	are	the	same	as	digital	skills.	For	example,	she	
reported,	 “I	 don’t	 think	 I	 have	 spent	 a	 lot	 of	 time	 on	 this	 (teaching	 explicit	 digital	
reading	 and	 writing	 skills).	 I	 hope	 that	 I	 would	 use	 the	 same	 strategies”	 (POIT).	
Furthermore,	 Mrs	 Madden	 shared	 a	 belief	 that	 the	 children	 knew	 more	 about	
technology	 than	 she	 did,	 and	 therefore	 they	 were	 often	 not	 taught	 how	 to	 use	
technology	 explicitly.	 For	 example,	 she	 said,	 “sometimes	 they	 know	more	 than	 I	 do	




focus	 of	 the	 inquiry:	 children	 in	 the	 inquiry	 were	 immersed	 in	 literary	 texts,	 and	




Mrs	 Madden	 revealed	 that	 her	 literacy	 teaching	 and	 learning	 program	 had	 an	
extensive	focus	on	text,	with	children	reading	and	writing	text	each	day.	She	explained	
that	children	regularly	had	opportunities	to	read	fiction	and	non-fiction	texts	through	
independent	 reading,	 small	 groups	 and	 whole-of-class	 activities.	 A	 combination	 of	
digital	and	paper-based	texts	were	used	during	whole	class	and	independent	reading	
time,	 while	 paper-based	 texts	 were	 the	 focus	 during	 most	 small	 group	 reading	
episodes	 such	 as	 guided	 readings	 and	 literature	 circles.	Mrs	Madden	 explained	 that	
factual	texts	had	been	a	major	focus	for	the	children	during	writing	and	that	she	had	
not,	at	the	time	of	the	inquiry,	explicitly	focused	on	the	construction	of	literary	texts.	
She	 predicted,	 however,	 that	 the	 use	 of	 literary	 texts	 during	 reading	 experiences	







for	 the	 purposes	 of	 research,	 scaffolding	 and	 publication.	 Additionally	Mrs	Madden	
discussed	her	choice	and	implementation	of	digital	resources.		
	
Research:	To	 support	and	develop	 research	 skills,	Mrs	Madden	 taught	 children	 skills	
such	as	advanced	searches	and	digital	citizenship	(POIT,	CP8).			
	
Scaffolding:	 To	 scaffold	 reading,	 a	 variety	 of	 apps	 and	 online	 websites	 were	 used	
regularly,	for	example	Wacky	Web	Tales	(Houghton	Mifflin,	n.d.),	Storybuilder	(Mobile	
Education	 Store	 LLC,	 2010)	 and	 Book	 Creator	 (Red	 Jumper	 Limited,	 2012)	 (FNO.1,	
FNO.2,	POIT).	Mrs	Madden	also	explained	that	the	highlighting	tool	in	eBooks	was	used	
to	scaffold	children’s	meaning-making	processes	when	reading	(POIT).	She	had	taught	





FN0.1,	 FN0.3).	 Apps	 such	 as	 Explain	 Everything	 (Explain	 Everything	 sp.	 Z	 o.o,	 2011),	
iMovie	(Apple	Pty	Limited,	2013a)	and	Book	Creator	(Red	Jumper	Limited,	2012)	were	
publishing	platforms	 that	 children	often	used	 (POIT).	 She	explained	 that	 she	did	not	
value	 standard	 software	 programs	 such	 as	 Keynote	 (Apple	 Pty	 Limited,	 2013b)	 and	
Pages	 (Apple	Pty	Limited,	2013c)	as	 she	 found	 them	“bland”	and	 that	 children	often	
used	 them	 for	 special	 effects,	 which	 she	 believed	 did	 not	 add	 any	 value	 to	 their	
construction	(POIT).	Mrs	Madden	also	explained	that	digital	publication	in	her	classes	
always	adhered	 to	specific	criteria	 set	by	 the	 teacher,	 for	example,	“they	will	always	





Choice	 and	 implementation	 of	 digital	 resources:	Mrs	Madden	 explained	 that	 iPads	
were	the	predominant	technological	resource	used	in	the	classroom	and	that	children	
in	Year	5	were	expected	to	bring	their	own	iPad	to	school	each	day	(POIT).	 	Children	
could	 also	 access	 four	 desktop	 computers	 in	 the	 classroom	 or	 a	 portable	 trolley	 of	
laptops	that	was	shared	across	the	school	(FNO.1).	When	discussing	selection	and	use	
of	 technology	Mrs	Madden	shared	 that	parents	were	 requested	 to	create	Apple	 ID’s	
for	their	children	using	the	child’s	school	email	address.	She	explained	that	while	some	
children	 knew	 and	 had	 permission	 by	 their	 parents	 to	 use	 the	 ID	 and	 password	 to	
purchase	apps,	most	did	not.	This	meant	that	most	apps	on	the	iPads	were	consistent	
with	school	recommendations.	The	school	provided	a	list	to	parents	of	the	apps	to	be	
used	 throughout	 the	 year.	 This	 was	 sent	 home	 at	 the	 beginning	 of	 the	 year	 and	
occasionally	updated	as	the	year	progressed.	Mrs	Madden	explained	that	the	apps	on	
this	 list	were	selected	 in	consultation	with	 the	 IT	 technician	and	classroom	teachers.	






used	 in	 class,	 as	 was	 Google	 Images	 to	 search	 and	 select	 images	 for	 posters	 and	







planned	 in	 discussions	 between	 the	 classroom	 teacher	 and	 the	 researcher,	 Mrs	










participated	 in	 the	 deconstruction	 of	 two	 digital	 literary	 texts	 to	 explore	 the	 social	
contexts	in	which	they	were	written,	their	social	purposes	and	their	structural,	digital	
and	linguistic	features.	This	event	provided	a	scaffolded	opportunity	for	the	children	to	
explore	a	model	 for	 the	digital	 literary	texts	which	they	would	 later	construct,	and	 it	
provided	observable	moments	for	the	researcher	to	explore	the	prior	knowledge	and	
literacy	practices	of	each	of	the	children.		In	this	inquiry,	this	literacy	event	was	called	a	




The	primary	 literacy	event	 is	 therefore	 the	construction	of	digital	 literary	 text	where	
each	child,	over	a	four-week	period,	spent	time	planning,	constructing	and	publishing	




Before	 participating	 in	 these	 two	 literacy	 events,	 the	 children	 in	Mrs	Madden	 class,	
including	 the	 six	 participants,	 engaged	 in	 some	 initial	 literacy	 learning	 experiences	
designed	by	Mrs	Madden	as	introductory	activities	prior	to	the	focus	on	digital	literary	
texts.	During	this	time	field	notes	and	artefacts	captured	these	initial	literacy	learning	
experiences.	 The	 following	 section	 discusses	 both	 the	 initial	 classroom	 literacy	







six	child	participants,	participated	 in	various	 literacy	 learning	experiences	planned	by	
Mrs	 Madden	 and	 based	 on	 literary	 text	 deconstruction	 (CPA2,	 CPA20,	 TA1).	 The	
researcher,	at	this	stage,	worked	in	the	classroom	getting	to	know	the	children	and	the	
teacher.	Figure	4.2	is	an	example	of	an	initial	activity	where	children	in	groups	used	a	




















with	 the	children.	For	example,	using	 the	digital	 literary	 text,	The	Red	Tree	by	Shaun	
Tan	 as	 a	 YouTube	 clip,	Mrs	Madden	 jointly	 viewed	 the	 text	with	 the	 children	 in	 her	





Internet.	 While	 observations	 and	 artefacts	 highlight	 that	 the	 children	 had	 some	
modelled	experiences	of	print	and	digital	 literary	text,	discussions	were	often	 limited	
to	the	identification	of	messages,	layout	and	colours	used	in	the	visuals.	For	example,	
when	 discussing	 images	 used	 throughout	 the	 viewing	 of	 The	 Red	 Tree,	 the	
conversation	 was	 limited	 to	 the	 predominant	 colours	 of	 “dark	 tone	 on	 white	
background”	 followed	 by	 brief	 discussion	 identifying	 that	 this	 colour	 was	 used	 to	
“match	 feelings”.	Some	brief	 conversations	about	 the	purpose	and	audience	of	each	
text	 were	 also	 observed.	 Teaching	 of	 concepts	 that	 would	 support	 multimodal	 and	





and	knowledge	of	digital	 literacy	 texts	also	 took	place.	This	data	will	be	discussed	 in	
the	individual	case	portraits.		
Secondary	literacy	event:	Deconstruction	of	digital	literary	text		
In	 the	 second	 week	 of	 the	 inquiry	 Mrs	 Madden	 and	 the	 researcher	 engaged	 the	
children	in	further	literacy	activities	through	the	deconstruction	of	two	digital	literary	
texts.	 The	 focus	 texts	 were	 Dust	 echoes:	 the	 Mimis	 (ABC,	 2007)	 and	 The	 Fantastic	
Flying	 Books	 of	 Mr	 Morris	 Lessmore	 (Moonbot	 Studios,	 2011).	 These	 texts	 were	
selected	 as	 they	 were	 recommended	 as	 suggested	 multimedia	 texts	 for	 children	 in	
Year	 5	 according	 to	 the	 BOS	 NSW	 Suggested	 text	 guide	 (BOS,	 2012).	 The	 six	 child	
participants	 worked	 with	 the	 researcher	 while	 Mrs	 Madden	 completed	 the	 same	
activities	with	the	rest	of	her	class.	The	purpose	of	this	text	deconstruction	was	slightly	
different	 to	 the	 activities	 Mrs	 Madden	 conducted	 the	 previous	 week.	 While	 Mrs	
Madden	 had	 taken	 a	 focus	 on	 the	 structural	 features	 of	 the	 text	 through	modelled	
instruction,	 these	 experiences	 aimed	 to	 draw	 on	 the	 prior	 knowledge	 of	 each	
participant.	This	allowed	the	researcher	to	work	individually	with	each	child	participant	
to	examine	the	ways	they	worked	with	digital	literary	texts	in	an	effort	to	understand	
the	 existing	 knowledge	 and	 practices	 they	 brought	 to	 the	 focus	 of	 the	 inquiry.	
Therefore,	the	deconstruction	was	centred	on	a	joint	discussion	and	analysis	between	
child	and	researcher	so	that	the	child	led	the	deconstruction	and	the	researcher	could	
explore	 their	 prior	 knowledge	 of	 digital	 literary	 text.	 To	 guide	 the	 deconstruction,	
verbal	recording	was	used	to	prompt	the	children	to	verbalise	their	thoughts	on	each	
text.	Prompts	focussed	on	features	of	the	text	type	and	the	purpose	and	audience	of	
the	 text.	 After	 viewing	 the	 first	 text,	 each	 child	 was	 also	 invited	 to	 participate	 in	 a	
think-aloud	 protocol.	 This	 was	 designed	 to	 support	 the	 children	 to	 reflect	 on	 their	
viewing	of	the	two	texts	in	focus	areas	such	as	reading	pathway,	text	construction	and	
connections.	 The	 deconstruction,	 verbal	 protocol	 and	 think-aloud	 provided	 the	
children	 with	 an	 opportunity	 to	 connect	 textual	 models	 with	 possibilities	 for	 text	






After	 the	 initial	 two	weeks	 of	 the	 inquiry	Mrs	Madden	 planned	 for	 her	 students	 to	
construct	 their	 own	 text	 over	 a	 four-week	 period.	 Field	 observations	 revealed	 that	
children	 worked	 independently	 on	 their	 text	 construction	 while	 Mrs	 Madden	
responded	individually	to	student	needs	(FN7,	FN8).	During	this	time	the	six	participant	
children	worked	with	 the	 researcher	 in	 a	 room	 next	 to	 the	 classroom	 on	 their	 own	
digital	literary	text	constructions.	Over	the	course	of	four	weeks,	the	children	engaged	
in	 fourteen	 structured	 and	 unstructured	 sessions	 (with	 sessions	 lasting	 between	 0.5	
and	 1.5	 hours).	 It	 is	 important	 to	 note	 that	 not	 all	 children	 required	 the	 fourteen	
sessions	 to	 complete	 their	 texts,	 and	 further,	 that	 some	 children	 were	 also	 absent	
during	some	sessions.	This	is	discussed	in	more	detail	in	the	individual	case	portraits.		
Within	 the	 fourteen	 sessions	 were	 six	 structured	 teaching	 sessions	 aimed	 at	
developing	 specific	 skills	 and	 strategies	 to	 support	 digital	 text	 construction.	 These	
included:	identifying	the	purpose	of	the	text,	understanding	the	interests	and	demands	
of	 the	 target	 audience,	 exploring	 digital	 features	 and	 the	 affordances	 of	 the	
technology,	 and	 the	 structure	 of	 the	 text	 itself.	 Further,	 another	 structured	 session	
afforded	 reflection	 and	 sharing	 by	 providing	 students	 with	 the	 space	 to	 share	 their	
ideas	 with	 their	 peers	 and	 the	 researcher	 to	 receive	 feedback.	 The	 unstructured	
sessions	were	designed	to	provide	time	for	participants	to	individually	construct	their	
text.	 The	 timing	of	 these	 sessions	was	determined	by	 researcher	observations.	 They	
were	 held	 when	 it	 appeared	 that	 collectively	 the	 children	 required	 extended	













This	 section	 has	 described	 the	 classroom	 context	 in	 which	 the	 child	 participants	
engaged.	The	context	description	included	an	outline	of	the	experience	and	beliefs	of	
the	 classroom	 teacher,	 and	 of	 the	 planned	 classroom	 literacy	 activities	 of	 digital	
literary	text	deconstruction	and	construction.		
The	 next	 section	 discusses	 the	 findings	 from	 the	 analysis	 of	 the	 data	 from	 each	
individual	case	through	case	portraits.	Each	case	portrait	introduces	a	child	author	and	
provides	an	overview	of	 the	digital	 literary	 text	each	one	constructed.	Subsequently,	



































This	section	provides	a	description	of	 five	of	 the	six	digital	 literary	 text	constructions	







and	 his	 older	 sister	 who	 attended	 high	 school.	 Ben	 had	 access	 to	 a	 range	 of	
technologies	at	home	including	his	own	iPad,	a	family	iPad,	family	smartphones	and	his	
own	 iPod.	 Listening	 to	 music	 and	 playing	 games	 on	 his	 iPad	 were	 favourite	 home	
activities.	 He	 also	 often	 communicated	 with	 friends	 about	 games,	 music	 and	 other	
interests	via	email	(POSI_B).				
		
During	 the	 field	 visits,	 Ben	 appeared	 to	 be	 a	 confident	 student	who	 enthusiastically	
participated	 in	 individual,	 small	 group	 and	 whole-of-class	 literacy	 experiences.	 He	
often	volunteered	to	share	his	thoughts	during	discussions	and	confidently	answered	
questions	 that	were	 asked	of	 him	 (FN0.1,	 FN0.2).	 Ben’s	 teacher	described	him	as	 “a	
hard	worker.	He	 is	 a	 good	 reader	 and	he	 can	 think	deeply	 too”	 (POTI).	 Ben’s	 recent	
school	report	indicated	that	he	was	working	at	above	the	minimum	expected	levels	in	




of	 literary	 and	 digital	 texts.	 Data	 analysed	 from	his	 reading	 observations,	 field	 visits	
notes	 and	 initial	 interview	 revealed	 three	 important	 considerations	 of	 Ben’s	 prior	








during	 the	 deconstruction	 of	 the	 two	 digital	 literary	 texts,	 Ben	 identified	 story	
characteristics,	 such	as:	 “it	 had	one	main	 character	 and	 it	 followed	him	 through	 the	
story”;	 an	 author’s	message,	 “I	 like	 that	 book	how	 it	 had	 a	message”;	 and	 language	





or	 a	 sad	 ending.	 Or	 what	 happened	 to	 this	 character.	 So	 you	 have	 to	 put	
yourself	 into	all	 the	characters’	perspectives	as	 the	author	so	you	know	what	
they	are	thinking	and	what	the	reader’s	going	to	feel	about	it	(POSI_B).				
	







“It	surprised	me	how	you	could	 interact	with	 it”;	and	moving	 image	–	“I	 liked	how	 it	
was	 like	 a	 video	 like	 the	 pictures	 move.	 You	 can	 sort	 of	 imagine	 you	 can	 watch	 it	








Ben	 showed	an	awareness	of	 the	different	ways	digital	 features	 carry	messages.	 For	
example	 when	 discussing	 an	 interactive	 feature	 during	 his	 viewing	 of	 The	 Fantastic	
Flying	Books	of	Mr.	Morris	Lessmore,	he	explained,	“I	think	it	[the	interactive	feature]	
gets	people	 to	more	 think	about	 the	book	and	 imagine	what	would	happen	and	 like	
connect	it	to	the	real	world”.	Furthermore,	he	described	an	example	of	an	interactive	
feature	as	a	“first	person	view	so	you	know	what	he	would	have	thought”,	highlighting	
his	 understanding	 that	 the	 author	 had	 a	 message	 to	 tell	 (AVR_B-	 Lessmore).	
Additionally,	during	the	viewing	of	Dust	echoes:	the	Mimis,	Ben	explained	that	moving	

















asides	 (e.g.,	 that’s	another	 story),	dialogue	 (e.g.,	 “time	 to	put	my	wig	on	and	 relax”)	
and	similes	(e.g.,	still	as	statues)	throughout	his	text.		
	






the	 same	 message	 as	 the	 written	 words.	 At	 the	 conclusion	 of	 the	 text,	 Ben	 used	
hyperlinks	as	digital	features	that	linked	his	text	to	websites	about	conservation,	a	key	
message	within	the	story.	During	one	writing	session	Ben	explained	that	he	 included	














































































































































































































The	 Bush	 family	 was	 constructed	 over	 nine	 sessions	 at	 school	 with	 some	 follow-up	
work	at	home.	As	part	of	the	 initial	stages	of	the	writing	process	Ben	set	up	a	digital	
writer’s	 notebook	 using	 the	 app	 ‘Explain	 Everything’	 to	 document	 his	 ideas	 during	
planning.	His	ideas	were	represented	in	dot	point	form	and	were	generated	from	two	
sources:	 brainstorming	 his	 own	 ideas,	 and	 researching	 ideas	 on	 the	 Internet	 (FN1,	
FN2).		He	often	shifted	between	typing	his	own	ideas	into	his	digital	writer’s	notebook	
and	 researching	 ideas	 using	 the	 Internet.	 Websites	 that	 Ben	 searched	 included	
Animation	Express	(miSoftware,	2010)	information	on	Garageband	(Apple	Pty	Limited,	
2011),	Google	 Images	 and	 Storybird	 (Storybird	 Inc,	 n.d.).	 The	 following	excerpt	 from	































This	 excerpt	 from	 Ben’s	 notebook	 shows	 that	 he	 has	 thought	 about	 the	 common	
elements	of	story,	including	conflict	and	resolution	and	the	author’s	message,	and	that	
he	has	made	some	preliminary	decisions	about	these	for	his	story.	The	presentation	of	
the	 text	 has	 also	 been	 considered,	 with	 Ben	 identifying	 that	 he	 wants	 to	 include	 a	
narrator,	 text,	 pictures,	music	 and	 page	 turning	 interactive	 features.	 Additionally	 he	
has	taken	a	screen	shot	of	a	digital	text	found	on	the	school	electronic	book	repository	











digital	 features	 of	 his	 text,	 and	 had	 perhaps	 developed	 the	 remainder	 of	 the	 draft	




















ensemble	 of	 written	 and	 oral	 language	 and	 image,	 taking	 into	 consideration	 the	
relationship	between	these	modes	and	the	story	plot.		Additionally,	the	excerpt	shows	
Ben	made	 a	 connection	 to	 the	digital	 literary	 text	 (The	 Fantastic	 Flying	Books	 of	Mr	
Morris	Lessmore)	that	he	viewed	at	the	beginning	of	the	inquiry.		
	
Over	 the	 following	 two	 sessions	 Ben	 drafted	 his	 story	 using	 the	 app	 ‘Explain	












































copyright	 free.	 Ben	 took	 a	 screen	 capture	 of	 the	 images	 he	 had	 selected	 and	 saved	
them	 in	his	 image	 library	on	his	 iPad.	 It	appears	 from	this	example	 that	Ben	did	not	
understand,	or	did	not	feel	bound	by,	the	restrictions	imposed	by	copyright	laws.		
	
Ben	 continued	 to	 work	 through	 the	 two	 processes	 of	 typing	 and	 image	 collection	
simultaneously	(AVW4,	AVW5,	FN4,	FN5).	Figure	4.7	shows	a	screen	shot	of	his	initial	
drafting	 processes.	 The	 figure	 highlights	 two	 screens	 in	 Ben’s	 draft.	 The	 first	 is	 his	








The	 figure	 above	 also	 relates	 to	 one	 of	 Ben’s	 reflections	 about	 the	 difficulties	 of	
drafting	 digital	 text	 –	 “it’s	 very	 hard	 to	 be	 organised	 as	 an	 author”	 (PPI_B).	 Whilst	





appeared	 that	 Ben	 considered	 Explain	 Everything	 only	 as	 a	 draft	 platform	 and	 was	
going	 to	 use	 Keynote	 as	 the	 presentation	 app	 (FN6,	 PPIS_B).	 His	 chosen	 publishing	
platform	was	 one	 of	 the	 resources	Mrs	Madden	 shared	 that	 she	 preferred	 children	
didn’t	use	as	 it	was	 “bland”,	with	 children	often	using	 the	 special	 effects,	which	 she	
believed	did	not	add	any	value	to	their	constructions	(POIT).	Although	his	draft	was	not	









Figure	 4.8:	 Comparison	 of	 Ben’s	 visual	 layout	 and	 the	 layout	 of	 The	 Fantastic	 Flying	 Books	 of	 Mr	
Morris	Lessmore.			
	






wanted	 to	put	 in	 text	 in	mine.	So	 if	 I	put	 in	 the	 text	and	a	movie,	 the	
reader	would	be	 too	busy	 looking	at	 the	movie	or	 reading	 the	 text	 to	
actually	get	the	message.	(PPIS_B)	
	











technical	 issue	 with	 his	 iPad.	 Instead,	 he	 worked	 on	 other	 literacy	 activities	 in	 his	
classroom.	 He	 returned	 in	 session	 9	 and	 shared	 his	 draft	 and	 the	 initial	 stages	 of	
publication	 with	 his	 peers	 in	 an	 Author’s	 Chair.	 Ben	 reported	 that	 he	 had	 not	
completed	the	draft	of	his	book	but	had	begun	his	publication	in	Keynote	(FN9).		
	
During	 the	 next	 session	 Ben	 completed	 his	 draft	 and	 then	 began	 to	 record	 his	
narration	 using	 the	 app	 Recorder	 plus	HD	 (Turbokey	 Studio,	 2012)	 (AVW9,	 FN9).	 To	
complete	 this	 narration	 he	 worked	 outside	 in	 the	 school	 playground,	 reading	 and	
recording	his	written	text	in	oral	form,	using	a	separate	sound	file	for	each	page.	At	the	
end	 of	 session	 10,	 Ben	 decided	 to	 complete	 his	 recordings	 at	 home	 because	 the	
environment	was	quieter	than	at	school.	
	
Before	 inserting	 the	 written	 text	 into	 Keynote,	 Ben	 moved	 through	 a	 conferencing	





some	 difficulty	 with	 punctuating	 his	 dialogue,	 and	 with	 the	 cohesion	 when	 moving	
	
	 127	
between	 story	 events	 and	 settings.	 Ben	 worked	 with	 the	 researcher	 on	 these	 two	
aspects	in	the	conference.	Ben	shared	during	this	conference	that	he	was	considering	
using	arrow	animations	similar	to	what	he	viewed	in	The	Fantastic	Flying	Books	of	Mr	










the	sound	 files	he	 recorded	earlier	were	based	on	a	draft	version	of	his	 text	written	






the	 text	 boxes	 and	 images	 to	 ensure	 the	 page	 all	 looked	 similar	 in	 design.	 He	 also	
completed	 a	 dedication	 page	 to	 his	 friend	 as	 the	 chosen	 audience	 (AVW11,	 FN11,	









The	 hyperlinks	 captured	 in	 Figure	 4.11	 were	 not	 part	 of	 the	 pre-writing	 ideas	 and	
based	 on	 observations	 (FN12)	 they	 appear	 to	 be	 the	 direct	 result	 of	 exploring	 the	




The	 deconstruction	 of	 the	 two	 digital	 literary	 texts	 played	 a	 significant	 part	 in	 the	
writing	 process	 for	 Ben.	 From	 early	 on,	 Ben	 identified	 that	 he	 wanted	 to	 create	 a	




drafted	 his	 text.	 The	multimodal	 design	 using	written,	 oral	 and	 visual	modes	 in	 The	
Fantastic	Flying	Books	of	Mr	Morris	Lessmore	was	also	imitated	in	Ben’s	text	and	was	
an	 important	consideration	 from	the	very	beginning	of	 the	writing	process.	This	was	
evident	in	his	digital	writer’s	notebook	and	reflective	conversations	with	peers	and	the	
researcher.	 It	 appeared	 that	 a	model	 of	 digital	 literary	 text	 at	 the	 beginning	 of	 the	





Planning	was	also	a	significant	part	of	 the	process	 for	Ben.	The	opportunity	 to	think,	




The	 recording	 of	 his	 oral	 narration	 from	 his	 written	 text	 caused	 him	 the	 most	
difficulties.	Ben	found	the	school	environment	was	too	noisy	to	record	narration	from	







were	 based	 on	 his	 written	 draft,	 which	 he	 had	 then	 developed	 further	 based	 on	
feedback	 from	a	conference	with	the	researcher,	his	peers	and	also	to	conform	with	
the	structure	required	by	his	publishing	platform.		While	the	written	and	visual	modes	














familiar	digital	 resources	by	Ben	 raises	a	 significant	 issue	 for	 classroom	educators	 to	







iPads,	 iPods	 and	 laptops.	 She	 explained,	 during	 the	 initial	 interview	 that	 she	 played	
games	almost	daily	on	her	iPad	at	home	(POSI_M).		
	
At	 school,	 during	 the	 field	 visits,	 it	 was	 observed	 that	 Mischa	 was	 a	 very	 shy	 and	
tentative	student	who	often	worked	independently	and	rarely	engaged	with	her	peers	
(FN0.1,	 FN0.2).	 She	 always	 appeared	 on	 task	 during	 her	 literacy	 lessons	 but	 never	
volunteered	 to	 participate	 during	 whole-of-class	 discussions.	 Her	 teacher	 described	
her	 as	 “an	 avid	 reader”	 and	 a	 very	 shy	 and	 hard-working	 student	 (POIT).	 This	 was	
evident	 during	 most	 of	 the	 data	 collection	 for	 this	 inquiry;	 Mischa	 often	 found	 it	










explained	 that	 she	 particularly	 enjoyed	 reading	 and	writing	mysteries	 and	 historical	
texts.	 Data	 analysed	 from	 her	 reading	 observations,	 field	 notes	 and	 initial	 interview	








than	digital	 texts	because	she	enjoyed	 the	 feel	of	 the	pages	 (POSI_M).	At	home	and	
school,	 her	 preference	 was	 to	 engage	 in	 mystery	 books	 in	 paper	 form	 rather	 than	









use	many	 of	 the	 interactive	 features	 on	 each	 screen	 (SCR_M_Lessmore),	 and	 often	
seemed	unsure	how	to	navigate	such	features.	For	example	on	the	opening	screen	of	
this	text	there	is	a	faint	visual	in	the	form	of	two	arrows	(see	Figure	4.12)	that	appears	
once	 the	narrator	 has	 completed	 the	narration.	 The	prompt	 shown	 in	 Figure	 4.12	 is	






Two	 faint	 lines	 appear	 to	
prompt	 the	 reader	 to	
engage	 the	 interactive	




On	 this	 particular	 screen	 (Figure	 4.12)	Mischa	 was	 unsure	 how	 to	 turn	 to	 the	 next	
screen.	 She	 tapped	 the	 screen	 a	 few	 times,	 looked	 at	 the	 researcher	 for	 help	 and	
disregarded	 the	 interactive	 prompt	 blinking	 on	 the	 page.	 After	 27	 seconds	 the	
researcher	 showed	 her	 how	 to	 swipe	 the	 arrows	 to	 turn	 to	 the	 next	 screen	
(SCR_M_Lessmore).		
	
When	 asked	 about	 her	 reading	 pathways	 during	 the	 text	 deconstructions,	 Mischa	
explained	that	she	didn’t	really	know	why	she	accessed	some	features	and	not	others	






her	 own	 stories.	 At	 this	 stage	 she	 could	 not	 recall	 any	 specific	 information	 replying	
“umm	maybe	…	who	was	gonna	like	umm	…	I	don’t	know”.	She	did,	however,	during	
further	 conversations,	 show	 that	 she	 knew	 a	 range	 of	 different	 authors	 (e.g.	 Enid	
Blyton	and	 Jackie	 French),	 a	narrative	 form	 (e.g.	mystery)	 and	 some	of	 the	 common	







and	audio	content.	The	design	of	 the	digital	 text	 replicates	a	 linear	paper-based	text	
layout,	with	 large	visuals	accompanied	by	written	text.	The	still	 images	on	each	page	
are	a	combination	of	images	found	on	the	Internet	and	then	edited	using	the	app	Art	
Set	 (LOFOPI,	2013).	Three	sound	buttons,	of	 recorded	sounds,	are	also	embedded	 in	




a	 linear	 chronological	 form.	 Some	 examples	 of	 idioms	 (balling	 her	 eyes	 out)	 and	









































































Three	 still	 images.	 Two	 images	 are	
sourced	 from	 the	 Internet.	 One	 image	










the	Explain	Everything	app	 (FN1,	 FN2).	During	 the	 first	writing	 session	 she	opened	a	
screen	 in	 the	 Explain	 Everything	 app,	 titled	 it	 ‘Digital	writer’s	 notebook’	 and	 quickly	
identified	 some	 of	 the	 main	 events	 in	 her	 story	 and	 the	 characters	 that	 she	 was	






obvious	 that	 she	 was	 considering	 both	 the	 story	 ideas	 and	 the	 textual	 features,	
including	the	digital	resources	she	could	utilise	to	create	her	text	(FN2).		Although	she	
did	 not	 spend	 as	much	 time	 researching	possible	 digital	 affordances	 as	many	of	 the	
other	 children,	 she	 did	 briefly	 explore	 possible	 publication	 platforms	 and	 apps	 to	
develop	 interactive	 features.	 These	 programs	 included	 Garage	 Band,	 Scribble	 Press	












In	 the	reflective	conversations	 in	writing	session	3	Mischa	shared	with	her	peers	 the	
main	 story	plot,	 including	 the	 type	of	 story	 (mystery)	 and	mood	 (suspense)	 (AVW3).	
She	 gave	 less	 detail	 when	 explaining	 digital	 features.	 At	 this	 point	 she	 had	 not	
determined	her	publication	platform.	The	 transcription	below	 is	an	excerpt	 from	the	
reflective	conversations	between	Mischa	(M),	the	researcher	(R)	and	her	peers	(P).	 It	




































In	 the	 next	 writing	 session	 Mischa	 began	 to	 draft	 her	 text	 (FN4).	 She	 used	 the	
GoodNotes	app	(Time	Base	Technology	Limited,	2011)	to	begin	typing	her	ideas	from	
her	plan	into	a	draft	(see	Figure	4.15).	This	was	a	familiar	resource	often	used	in	class,	












During	 writing	 session	 5	 observed	Mischa	was	 beginning	 to	 consider	 the	 visual	 and	
digital	 design	 of	 her	 text	 (FN5,	 SCW_M2).	 	 After	 continuing	 to	 type	 her	 story	 in	
GoodNotes	she	decided	to	turn	her	attention	to	her	 images.	She	opened	up	the	app	
Art	Set	and	began	drawing	one	of	her	main	characters.	After	outlining	the	figure	she	
searched	 the	 Internet	 for	 images	 of	 ‘drawings	 for	 a	 10	 year	 old	 girl’.	 She	 scrolled	
through	 some	 examples	 on	 Google	 Images	 but	 didn’t	 appear	 to	 find	 what	 she	 was	
looking	 for.	 At	 this	 stage	 she	 seemed	 to	 make	 a	 decision	 to	 change	 her	 drafting	










the	 decision	 that	 Book	 Creator	would	 be	 a	 better	 platform	 for	 her	 to	 complete	 her	
draft	instead	of	the	GoodNotes	app	she	had	been	using.	When	asked	at	the	end	of	the	
inquiry	 about	 her	 change	 of	 drafting	 platforms	 she	 was	 unable	 to	 explain	 why	 she	
made	 the	 choice.	 It	 is	 suspected	 by	 the	 researcher	 that	 during	 this	 session	Mischa	
began	 to	 consider	 what	 her	 final	 publication	 would	 look	 like	 and	 realised	 that	
GoodNotes	would	only	allow	her	 to	draft	her	written	 text	and	not	 include	 the	visual	
design	 she	 had	 planned.	 She	 therefore	 decided	 that	 instead	 of	 creating	 a	 draft	 and	



























included	 the	 main	 events	 and	 characters	 she	 had	 planned	 for	 during	 the	 planning	
stages	of	the	writing	process	and	she	matched	images	sourced	from	the	Internet	with	
her	 written	 text.	 She	 had	 difficulty	 with	 punctuating	 her	 text,	 in	 particular	 the	
dialogue,	and	together	Mischa	and	the	researcher	worked	through	each	page	to	insert	
appropriate	 punctuation.	 After	 re-reading	 the	 text	 with	 the	 researcher,	 Mischa	
continued	to	self-edit	her	work	until	the	end	of	the	writing	session.		
	
The	 visual	 images	 were	 Mischa’s	 focus	 during	 writing	 session	 12	 (FN12).	 While	 on	






















In	 writing	 session	 13	Mischa	 shared	 that	 she	 had	 designed	 three	 sound	 buttons	 at	
home	 to	 insert	 into	 her	 story	 (FN13).	 She	 had	 recorded	 the	 sound	 effects	 using	 the	
	
	 142	















and	 shared	with	 the	 researcher	 that	 she	 had	 published	 her	 text	 (FN13).	 During	 the	
post-observation	 interview	Mischa	 explained	 that	 she	 preferred	 using	 technology	 to	
write	 stories	 because	 “it	 does	 have	 different	 options	 than	 you	 have	 with	 writing”	


































































inquiry.	 Her	 lack	 of	 experience	 with	 digital	 text	 was	 evident	 in	 her	 limited	







have	 supported	 both	 a	 development	 of	 skills	 and	 engagement	 with	 the	 creation	 of	
digital	 text	 features.	Her	 responses	 during	 the	post-observation	 interview	evidenced	
this	 shift	 when	 she	 was	 able	 to	 express	 her	 choices	 and	 considerations	 as	 a	 digital	





sophistication	 in	 her	multimodal	 design.	 Her	 images,	 sourced	 from	 the	 Internet	 and	
edited	using	the	Art	Set	app,	suggest	her	willingness	to	incorporate	unique	images	to	
suit	 her	 story	 ideas.	 The	 use	 of	 colour	 and	 design	 illustrations	 represented	 her	 own	
ideas	for	characters	and	settings	that	she	could	not	source	from	pre-designed	images	
from	 the	 Internet.	 Her	 visual	 design	 process	 highlights	 her	 understanding	 of	 the	









written	 text	 and	 displaying	 in	 the	 visual	 text.	 Mischa’s	 skill	 in	 developing	 audio,	
however,	was	limited,	and	as	a	result	most	of	the	buttons	could	not	be	activated	in	the	





Mischa	 combined	 a	 range	 of	 digital	 resources	 to	 construct	 her	 digital	 literary	 text.	
Interestingly,	 although	 she	 preferred	 constructing	 text	 in	 paper-based	 form	 at	 the	
beginning	 of	 the	 inquiry,	 she	 only	 selected	 and	 used	 digital	 resources	 to	 create	 her	
text.	The	interplay	of	apps	allowed	Mischa	to	create	unique	images	that	matched	her	
written	 text	 and	 this	 was	 something	 that	 she	 could	 not	 achieve	 using	 only	 her	






parents.	 Luke	 was	 a	 keen	 technology	 user	 and	 had	 access	 to	 iPods,	 iPads,	 and	
computers	at	home	and	he	used	them	almost	daily.	During	the	initial	interviews,	Luke	













to	 questions	 and	 prompts	 minimally	 (SCR_L_Mimis,	 SCR_L_Lessmore,	 AVW3).	 The	
following	transcript	is	an	exchange	between	the	researcher	(R)	and	Luke	(L)	during	the	











































When	 asked	 about	 his	 digital	 literacy	 during	 his	 initial	 interview	 Luke	 expressed	 an	
interest	in	using	technology	but	a	lack	of	confidence	as	a	user,	reflecting,	“I’m	a	little	




shared	 that	 he	 found	 it	 difficult	 to	 concentrate	when	 reading	 on	 the	 iPad	 “because	
there	 is	 lots	 of	 other	 stuff	 to	 do”.	 These	 self-reflections	 were	 in	 contrast	 to	 the	















of	 well-known	 cartoon	 characters	 who	 go	 on	 a	 treasure	 hunt	 to	 find	 their	 lost	








and	 extensive	 dialogue	 (see	 Appendix	U)	were	 used	 throughout	 his	 text.	 Characters	
(e.g.,	 Homer,	 Papa	 Smurf	 and	 Sponge	 Bob)	 and	 events	 (e.g.,	 Homer	 eating	 donuts)	
signified	 a	 strong	 relationship	 to	 pop	 culture	with	 intertextuality	 an	 obvious	 literary	
element	used.	 Each	page	was	designed	across	 a	double	 screen	with	 still	 images	 and	
accompanying	written	text.	A	rotating	3D	image	and	a	multiple	choice	quiz	were	added	
as	interactive	digital	features	in	two	of	the	pages.	Luke	drafted	his	text	using	the	app	











































Grey	 background	 on	 one	 slide	 and	 white	 on	 the	
other	
Chapter	title:	Mario	in	large	white	font	






















































The	missing	 items	 was	 constructed	 over	 14	 sessions.	 In	 the	 beginning	 stages	 of	 the	
writing	 process,	 Luke	 set	 up	 a	 digital	writer’s	 notebook	using	 the	 Explain	 Everything	
app.	 Here,	 he	 documented	 preliminary	 ideas	 for	 his	 story.	 	 Figure	 4.22	 shows	 an	
























He	 also	 researched	 ‘interactive	 apps’	 and	 ‘story	 apps’	 on	 the	 Internet	 as	 a	 way	 to	
explore	 possible	 digital	 platforms	 for	 his	 publication.	 From	 these	 two	 practices	 it	















































any	additional	planning.	Drafting	 for	 Luke	was	mostly	 linear	and	 resembled	a	 similar	
process	 to	 paper-based	 text	 construction.	 Most	 of	 his	 time	 was	 spent	 drafting	 his	
written	text	using	the	GoodNotes	app	(AVW5,	AVW6,	FN4,	FN7).	It	was	unclear	why	he	








While	 drafting,	 Luke	 appeared	 to	 pay	 little	 attention	 to	 visual	 or	 audio	 modes;	









In	 writing	 session	 8	 the	 researcher	 asked	 Luke	 if	 he	 had	 given	 any	 thought	 to	 his	
publishing	 platform	 (FN8).	 At	 the	 earlier	 stages	 of	 the	 writing	 process	 he	 had	
considered	 using	 iMovie	 and	 Scribble	 Press	 to	 design	 his	 visual	 images	 but	 had	 not	






was	 very	brief	 in	his	 sharing	 and	explained	 that	he	was	 still	 typing	up	his	 draft,	 had	
been	 searching	 on	 the	 Internet	 for	 ways	 to	 include	 interactive	 features	 with	 no	
outcome,	and	had	not	yet	decided	how	to	publish	his	text	(AVW9).		
	















to	go	about	 it.	His	 first	draft	was	based	on	a	 set	of	events	 that	 revolved	around	 the	
characters	 trying	 to	 locate	 the	missing	 items.	 He	 was	 trying	 to	 include	 elements	 of	
suspense	and	humour.	However,	he	wasn't	clear	on	how	to	finish	the	story	and	ended	





the	 written	 text	 would	 be	 organised	 in	 to	 the	 publishing	 platform.	 Because	 the	
publishing	 platform	 had	 not	 been	 determined	 until	 the	 previous	 session,	 Luke	 was	
unsure	how	he	would	present	the	text	and	therefore	where	to	 insert	breaks	for	new	
pages.	He	 therefore	began	 inserting	 sections	of	 text	across	multiple	pages,	often	 re-
reading	and	changing	text	boxes	to	suit	the	spread	of	pages.		
	
In	writing	session	12	and	13	Luke	completed	 the	 final	 stages	of	publication	 (AVW12,	
AVW13,	FN12).	Once	all	his	written	text	was	transferred	from	his	draft	and	edited,	he	
worked	on	inserting	his	images	from	the	image	library	and	exploring	different	sizes	and	
layouts	 for	 these	 images.	 Luke	also	 spent	 some	 time	exploring	 the	different	widgets	
and	 features	 available	 on	 iBook	 Authors.	 After	 some	 consideration	 he	 decided	 to	
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not	developed	or	planned	 for	 these	 features.	 It	 appeared	 from	observations	and	his	
reflection	that	the	development	of	the	two	interactive	features	was	determined	by	the	
affordance	 of	 the	 publishing	 platform	 instead	 of	 pre-planned	 ideas	 (FN12,	 FN13).	
When	 reflecting	on	his	 inclusion	of	 the	 rotating	3D	 image	he	explained	 “I	 thought	 it	
was	 cool	 that	 you	 could	 actually	 control	 the	 image	 with	 your	 finger”	 (PPI_L).	 The	








iBook	 Authors	 is	 automatically	 set	 up	 with	 chapter	 headings	 and	 subheadings.	
Consequently,	Luke	adopted	this	structure	for	his	text.	The	final	product	was	more	of	a	
reflection	of	the	template	of	this	app	rather	than	of	his	plan,	and	it	was	organised	in	
two	 chapters.	 The	 first	 chapter	was	one	page	 in	 length	and	 the	 second	 chapter	was	








story	 to	 his	 friend’s	 iPad	 so	 that	 he	 could	 take	 it	 home.	During	his	 post-observation	
interview	Luke	shared	that	he	learned	a	lot	about	himself	as	a	writer	during	the	digital	

















Publication	was	 a	 significant	 process	 for	 Luke	 in	 that	 the	 late	 choice	 of	 a	 publishing	
platform	meant	his	planning	and	drafting	were	not	a	consideration	when	he	decided	








text.	 It	 seems	that	 the	 timing	of	his	choice	of	publishing	software,	 in	addition	 to	 the	





At	 the	 time	of	 the	 inquiry,	 Sarah	was	11	years	old	and	 in	Year	5.	 She	 lived	with	her	
older	sister	who	was	in	Year	7	and	her	parents.	At	home	Sarah	had	access	to	a	range	of	









literacy	 learner	 (FN0.1,	 FN0.2).	 She	 was	 observed	 to	 engage	 in	 discussions	 and	 she	
demonstrated	 confidence	 in	 her	 ability	 by	 sharing	 her	 ideas	with	 her	 peers	 and	 the	
researcher.	 Her	 teacher	 described	 her	 as	 “very	 enthusiastic	 and	 confident”	 (POIT),	
predicting	 that	she	would	both	enjoy	and	excel	at	constructing	a	digital	 literary	 text.	
Sarah’s	 recent	 school	 report	 (SR_S)	 indicated	 that	 she	 had	 achieved	 above	 the	
minimum	expected	levels	in	literacy.	Her	NAPLAN	report	(N_S)	reported	below	school	
but	above	national	 levels	 in	 reading,	above	 school	and	national	 levels	 in	writing	and	
below	school	but	above	national	levels	in	language	conventions.		
	























Sarah’s	 interest	 in	historical	events	and	war	were	often	 incorporated	 into	the	stories	
she	 constructed	 at	 school.	 	 For	 example	 during	 the	 field	 visits	 (FN0_2)	 Sarah	 was	
observed	 drafting	 a	 narrative	 that	 incorporated	 real	 events.	 The	 following	 excerpt	


















It	was	 evident	 that	 Sarah’s	 past	 experiences	 and	 connections	 to	 text	 and	 the	world	




Sarah’s	 description	 of	 her	 past	 experiences	 in	 creating	 digital	 texts	 showed	 an	
understanding	 that	 technology	 could	 offer	 affordances	 that	 paper-based	 mediums	
could	 not	 (POSI_S).	 For	 example,	 during	 the	 initial	 interview	 Sarah	 discussed	 her	
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experiences	with	 image	creation	using	technology.	 	The	response	 in	the	transcription	
below	 shows	 Sarah’s	 understanding	 of	 how	 multiple	 modes	 can	 be	 created	 using	
digital	technology	and	incorporated	in	text	design.			
	
In	 your	 iPad	 there	are	different	 apps	 that	 you	 can	draw	with	 your	 finger	or	
you	can	get	images	from	Safari	or	save	them	to	your	camera	roll	from	Safari.	
You	can	take	photos	of	yourself	and	you	can	just	put	them,	download	them	to	









discuss	why	she	viewed	 the	 short	animated	movie	of	Dust	echoes:	 the	Mimis	 before	
reading	 the	 written	 synopsis,	 she	 replied,	 “I	 guess	 because	 sometimes	 the	 words	





fully	 completed	 on	 an	 iPad	 and	 published	 using	 the	 app	 Book	 Creator.	 The	 story	 is	
about	three	siblings	who	were	orphaned	and	subsequently	separated	at	an	early	age	
into	 three	 different	 homes,	 only	 to	 find	 each	 other	 again	 in	 later	 life.	 	 The	 text	 is	







as	 jigsaw	 pieces	 coming	 together	 to	 symbolise	 a	 broken	 family	 being	 reunited),	
onomatopoeia	(e.g.,	SNAP,	BANG),	imagery	(e.g.,	They	fell	to	a	big	clump	on	the	forest	
floor	and	formed	a	wall	but	the	police	were	still	right	behind	them)	and	high	modality	
in	 language	 was	 expressed	 (e.g.,	 William	 was	 shocked).	 Each	 chapter	 is	 told	 using	




moving	 images,	 including	 Explain	 Everything,	 iMovie	 and	 PuppetPals	 (Polished	 Play,	
2013).	 Five	 sound	buttons	were	also	produced	and	embedded	 in	 the	 text.	However,	

























































One	 sound	 button	 with	 instructions	 to	 play	 “Press	




























One	 sound	 button-	 “Press	 button	 after	 you	 read	 first	
paragraph	and	listen	to	the	words	carefully”	






























































































































up	 sessions	 at	 home.	 Like	 the	 other	 participants,	 Sarah	 started	 planning	 her	 digital	
literary	story	by	recording	preliminary	ideas	in	a	digital	writer’s	notebook	created	using	
the	Explain	Everything	app	(AVW1,	AVW2,	FN1,	FN2).	During	the	first	writing	session	











It	 is	 clear	 from	 Figure	 4.26	 that	 Sarah,	 while	 planning	 her	 digital	 literary	 text,	
understood	 the	 relationship	 between	 story	 and	 the	 digital	 platform	 and	 she	
considered	both	the	story	elements	and	the	digital	design.		
	
Sarah’s	 digital	 writer’s	 notebook	 also	 indicated	 that	 she	 was	 considering	 the	
characterisation	 from	a	 text	 that	she	had	read	 in	Morris	Gleitzman’s	series	of	novels	
based	on	 the	Holocaust	and	 told	 through	 the	 life	of	13-year-old	boy.	The	main	male	




















they	 go	 places	 and	 then	 find	 another	 little,	 umm,	 big	 boy	 aged	 14,	 his	
name’s	John.	And	the	biggest	mystery,	like	the	biggest,	the	biggest,	umm	
(researcher	 adds	 ‘event’)	 yeah,	 was	 them	 finding	 out	 that	 they	 are	 all	
related.	(AVW3)	
	
During	her	 conversation,	 some	of	her	peers	 commented	 that	her	 story	 sounded	 like	
Once	by	Morris	Gleitzman,	a	book	they	had	read	earlier	in	class.	Sarah	confirmed	that	
she	was	 innovating	 on	 the	Morris	 Gleitzman	 series.	 She	was	 then	 prompted	 by	 her	
peers	to	elaborate	on	the	story	design.	She	shared	that	she	wanted	her	text	to	include	
both	 written	 and	 oral	 modes	 and	 made	 a	 connection	 to	 the	 digital	 feature	 of	 The	
Fantastic	 Flying	 Books	 of	Mr	Morris	 Lessmore,	 which	 enabled	 the	 reader	 to	 control	
whether	 they	 read	 the	 story	 with	 just	 the	 written	 text	 or	 in	 combination	 with	 the	







Interestingly,	 the	 planning	 decisions	 she	 shared	 during	 writing	 session	 3	 were	
consistent	 with	 her	 final	 publication	 but	 the	 digital	 features	 in	 her	 final	 publication	
were	 not	 consistent	 with	 her	 initial	 plans	 (AVW3,	 AFT_S).	 Her	 preliminary	 notes	
indicated	that	she	was	considering	telling	her	story	through	narration,	written	text	and	
moving	 images.	Her	 final	 text	 consisted	of	written	 text,	 still	 and	moving	 images	 and	
sound	buttons	which	linked	to	music.	There	was	no	oral	narrated	text.	When	asked	at	
the	end	of	the	inquiry	about	how	her	planning	ideas	matched	her	final	publication	she	
explained	 that	 she	attempted	 to	 record	a	page	of	her	written	 text	 and	 insert	 it	 as	 a	
narration	but	didn’t	like	how	it	sounded.	She	also	commented	that	she	knew	her	sister,	





from	 her	 digital	 writer’s	 notebook	 to	 create	 the	 beginning	 of	 her	 story.	 In	 writing	
session	5	 it	was	observed	that	Sarah	cut	and	pasted	her	first	chapter	 into	a	different	
app,	 Book	 Creator	 and	 continued	 to	 draft	 her	 story	 (FN5).	 During	 post-observation	
interviews	 she	 reflected	 on	 this	 choice:	 “I	 thought	 this	 app	 [Explain	 Everything]	was	
more	of	a	planning	app,	not	a	draft	and	book	app,	 so	 that’s	why	 I	moved	 into	Book	
Creator”	 (PPI_S).	 	 She	went	 on	 to	 explain	 that	 during	 planning	 and	 in	 the	beginning	
stages	of	her	drafting	she	had	not	considered	how	she	was	going	to	publish	her	story.	
During	 writing	 session	 5	 she	 therefore	 began	 to	 explore	 different	 book	 apps	 and	
decided	to	use	Book	Creator,	an	app	she	had	on	her	 iPad	and	had	used	previously	 in	
class	(FN5).	She	explained	her	reasons	in	the	post-observation	interview,	stating	“you	
can	 add	 music	 and	 it’s	 very	 interactive,	 you	 can	 add	 interactive	 stuff”	 (PPI_S).		
Interestingly	the	same	interactive	features	are	available	in	both	Explain	Everything	and	
Book	 Creator.	 It	 may	 be	 that	 Sarah	 did	 not	 have	 an	 understanding	 of	 the	 full	






excited	 about	 her	 ideas	 and	 wanted	 to	 create	 her	 written	 text	 before	 considering	
additional	 modes	 or	 digital	 features.	 During	 these	 sessions	 she	 would	 often	 fully	
engage	in	her	writing,	seeming	oblivious	to	the	others	working	around	her	(FN7,	FN8).	
Sarah	 was	 a	 thoughtful	 and	 careful	 writer,	 always	 re-reading	 her	 writing	 (AVW6,	
AVW7),	talking	aloud	her	ideas	(AVW8)	and	asking	for	feedback	on	language	choice	or	
the	way	she	had	written	an	event	(FN7).	 	 It	was	observed	that	Sarah	was	completing	
her	 draft	 both	 at	 school	 and	 home	 (FN7).	 She	 explained	 that	 she	 had	 been	
“researching	 language”	 and	 other	 information	 on	 the	 Internet	 at	 home	 and	 that	 “it	
helped	a	lot”	(AVW7).		
	




She	 shared	 that	 her	 draft	 was	 to	 be	 her	 final	 publication.	 It	 was	 obvious	 from	 her	
writing	process	and	reflection	that	she	did	not	see	drafting	and	publication	as	separate	






the	 moving	 image	 she	 was	 creating	 she	 would	 use	 iMovie.	 Later	 on	 in	 the	 writing	
process	she	also	used	PuppetPals	to	create	a	moving	image.	
	
Sarah	 began	 to	 create	 the	moving	 image	 at	 school	 by	 inserting	 the	 images	 into	 the	






In	 writing	 session	 10	 Sarah	 had	 completed	 the	 moving	 image	 (AVW10).	 The	 1.39	
minute	 movie	 was	 a	 complex	 interaction	 between	 still	 images,	 instrumental	 music	







Nineteen	 still	 images	were	 sourced	 from	 the	 Internet.	 Some	 images	were	 edited	 to	
include	 captions	 to	 connect	 the	 image	 to	 the	 written	 text.	 Other	 images	 included	
messages	that	the	characters	were	conveying	to	one	another	(e.g.	where	are	you).	She	
sequenced	the	images	to	create	a	story	about	the	main	character	searching	the	woods	
for	 his	 sister	 who	 had	 run	 away.	 Images	 of	 trees,	maps,	 caves	 and	 bears	 created	 a	
dramatic	and	dark	effect.	Additionally	she	used	symbolism	in	the	form	of	road	signs	to	
show	 the	 character	was	unsure	where	 to	 turn	 to	 find	his	 sister.	 	 Video	effects	were	





Sarah	to	manipulate	the	still	 image	to	become	a	moving	 image.	 	For	example,	Figure	
4.28	shows	the	placement	of	one	still	 image	over	three	frames	(spanning	a	period	of	















Figure	4.29	highlights	 that	 the	moving	 image	created	was	used	 to	both	complement	
the	 written	 text	 and	 extend	 it.	 In	 this	 way	 the	 combination	 of	 moving	 image	 and	








half	 chapters	of	her	 text	 (FN11).	The	draft	 included	 four	 still	 images	and	 the	moving	












periods,	 many	 of	 which	 were	 not	 relevant	 to	 her	 story.	 Consequently,	 she	 chose	 a	
coloured	image	that	she	considered	to	be	suitable	and	changed	it	to	a	black	and	white	





the	 image	 still	 looked	 modern	 due	 to	 the	 clothes	 worn	 by	 the	 character	 and	 the	
background	 to	 the	 image.	 It	 seems	 that	 saving	 predesigned	 images	 to	 match	
developed	 characters	 in	 a	 text	 resulted	 in	 a	 disconnect	 between	written	 and	 visual	
modes	 for	 Sarah.	 This	 may	 also	 be	 a	 result	 of	 Sarah’s	 limited	 ability	 to	 choose	
appropriate	keywords	for	conducting	online	image	searches.		
	
During	 the	 final	 two	 writing	 sessions	 Sarah	 worked	 both	 at	 school	 and	 home	 to	
complete	her	 text	 (AVW12,	AVW13,	AFT_S).	This	 included	writing	 the	 last	 two	and	a	
half	 chapters	 of	 her	 text,	 adding	 an	 additional	 three	 images	 and	 creating	 two	more	
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moving	 images.	What	 is	 interesting	with	 these	 later	 selections	 is	 that	 Sarah	 seemed	
less	 concerned	 about	 whether	 they	 met	 her	 criteria	 for	 “olden	 day”	 images	 and	
runaway	 orphans	 seeking	 their	 family.	 Two	 still	 images	 she	 chose	 were	 colour	 (see	
Figure	 4.31)	 and	 appeared	 not	 to	 fit	 the	 written	 description	 of	 the	 character	 as	 a	














































She	used	a	clever	 technique	of	cropping	different	body	parts	 from	various	 images	of	




























interest	 in	 historical	 texts	 and	 her	 recent	 reading	 of	 Once	 by	 Morris	 Gleitzman.	
Additionally,	 Sarah	 made	 connections	 to	 the	 digital	 design	 of	 The	 Fantastic	 Flying	
Books	of	Mr	Morris	Lessmore	in	her	understanding	of	how	the	moving	images	and	the	
audio	 mode	 could	 provide	 additional	 meaning	 within	 her	 story.	 It	 seems	 that	 prior	
knowledge	 of	 text	 models	 helped	 Sarah	 to	 innovate	 on	 her	 own	 text,	 and	 to	
consciously	choose	ideas	and	structures	when	composing	her	own	digital	literary	text.		
	
Sarah	 showed	 a	 sophisticated	 understanding	 of	 the	 relationship	 between	 visual	 and	
written	 modes.	 She	 created	 moving	 images	 and	 showed	 an	 understanding	 of	 both	
design	and	multimodal	 composition.	This	was	particularly	evident	 in	 the	movies	 that	
extended	the	meaning	of	the	written	text.	Their	use	involved	careful	consideration	of	
their	 placement	 in	 the	 text	 and	 navigational	 instructions	 for	 a	 reader	 to	 access.	
However,	 Sarah	 did	make	 do	with	 some	unsatisfactory	 images.	Notwithstanding	 her	
age,	 it	 seemed	 that	 Sarah’s	 experience	 using	 Google	 for	 images	 highlighted	 the	
limitations	 of	 this	 search	 engine,	 her	 limited	 knowledge	 of	 key	 word	 searches	 and	
perhaps	her	limited	problem	solving	strategies	to	create	the	image	she	wanted.		
	
While	 written	 and	 visual	 modes	 predominantly	 carried	 the	 message	 in	 Sarah’s	 text	
composition,	she	showed	an	appreciation	for	the	audio	mode	and	oral	language	and	its	
interpretative	 possibilities.	 For	 example,	 she	 decided	during	 planning	 to	 include	oral	
language	as	narration	and	audio	sound	effect	buttons	 in	her	text	to	complement	her	
written	 and	 visual	 text.	 Although	 oral	 narration	 was	 not	 included	 in	 her	 final	
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publication,	 her	 reasoning	 for	 leaving	 this	mode	out	 suggested	 she	 understood	how	
sound	can	affect	the	mood	of	a	literary	text	(for	example	she	didn’t	like	the	sound	of	
her	voice	so	didn’t	 include	narration	and	her	sister,	the	chosen	audience	didn’t	 listen	
to	 audio	 books).	 It	 appears	 Sarah’s	 choices	 were	 based	 on	 a	 consideration	 of	 the	
effects	of	audio	modes	and	oral	language	and	of	the	overall	expression	of	her	story.		
	
This	 understanding	 of	 the	 affordances	 and	 effects	 of	 the	 audio	 mode	 was	 not,	
however,	carried	forward	to	her	development	of	sound	buttons.	Sarah’s	interpretation	
of	the	function	of	the	sound	effects	was	quite	literal.	Music	was	chosen	based	on	the	
lyrical	 similarities	 to	 the	 written	 words	 instead	 of	 the	 interpretation	 to	 the	 mood,	








was	 evident,	 for	 example,	 in	 her	 selection	 of	 different	 digital	 resources	 to	 create	
moving	 images.	 iMovie	 enabled	 her	 to	 embed	multiple	 images,	 captions	 and	 sound	
effects	to	create	a	moving	image	while	PuppetPals	provided	the	additional	function	of	
recording	 the	 movement	 of	 characters	 through	 touch	 devices.	 Selecting	 and	






one	 younger)	 and	 his	 two	 parents.	 Tate	 had	 access	 to	 a	 variety	 of	 technologies	 at	
home	 including	 two	 iPads,	 two	 iPods,	 a	Wii	 video	game	console	and	a	 computer.	At	
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home	 Tate	 used	 technology	 to	 play	 games	 and	 capture	 images	 and	 interactions	
between	him	and	his	brothers	(POSI_T).		
	
At	 school,	 during	 the	 field	 visits	 prior	 to	 the	 inquiry,	 Tate	 appeared	 to	 be	 a	 social	
literacy	learner,	often	spending	time	talking	to	his	peers	and	teacher	and	sharing	ideas	
(FN0_1,	 FN0_2).	During	 instruction	 he	 often	 found	 it	 difficult	 to	 concentrate	 and	on	
many	occasions	was	observed	being	distracted	by	his	surroundings	and	not	particularly	
interested	 in	 the	 class	 lessons.	 His	 teacher	 described	 him	 as	 ‘a	 thinker’	 who	 often	
thought	 differently	 to	 other	 children	 (POIT).	 The	 following	 transcript	 outlines	 Mrs	
Madden’s	predictions	 for	Tate	during	 the	 initial	 interview.	She	highlighted	 that	Tate,	






thinks	differently	and	deeply.	He	will	 spend	 time	on	evoking	kind	of,	not	 just	
feelings,	he	will	spend	time	on	how	will	I	get	the	atmosphere	right	on	this	text.	









At	 the	 beginning	 of	 the	 inquiry	 Tate	 presented	 as	 being	 an	 enthusiastic	 social	
technology	 user	 but	 less	 confident	 using	 technology	 for	 literacy	 learning	 (FN0_1,	















When	 asked	 about	 the	 choices	 he	made	when	writing	 his	 own	 stories	 he	 described	
character	development	at	length	(for	example	“does	the	character	die?”,	“what	his	life	









In	 the	 initial	 interview	 (POSI_T)	 Tate	 said	 that	 he	 enjoyed	 using	 technology	 such	 as	
iPads	because	it	is	easier	than	paper-based	text.	For	example	he	said,	“It’s	easier	to	do	
school	work	because	when	you	use	a	pencil	and	you	are	writing	it	down	it	gets	a	little	
boring”.	 He	 said	 that	 he	 regularly	 used	 technology	 to	 play	 games	 and	 record	 things	







the	 Mimis	 he	 explained	 that	 the	 movie	 caught	 his	 initial	 interest	 because	 it	 didn’t	
















Tales	of	Peter	Wright	 is	 the	not	the	original	story	Tate	had	planned	during	the	 initial	
writing	sessions	in	the	inquiry.	Initially	he	wrote	the	Tales	of	Fantasia	(see	Appendix	X).	
However,	 this	 story	 had	 a	 complex	 plot	 based	 on	 a	multi-user	 computer	mediaeval	
adventure	game	and	so,	throughout	the	planning	and	drafting	process,	he	experienced	
considerable	difficulty	 articulating	 the	plot	 clearly.	 Further,	 the	 violent	nature	of	 the	
game,	 and	 therefore	 the	plot,	 created	 further	 challenges	 in	making	a	 story	 that	was	
appropriate	 for	 his	 audience,	 his	 eight-year-old	 brother.	 After	 consultation	 with	 his	
teacher	he	reluctantly	repeated	the	construction	process	as	he	reconceptualised	a	new	
text	 called	 Tales	 of	 Peter	 Wright.	 An	 overview	 of	 Tate’s	 incomplete	 original	 text	 is	






















Written	 text	 in	 black	 font:	 100	 words,	 7	
sentences	
White	background		
Five	 still	 images	 from	 the	 Internet.	 3	 images	
are	displayed	in	frame	templates	







Written	 text	 in	 black	 font:	 128	 words,	 13	
sentences	
White	background		
Four	 still	 images	 sourced	 from	 the	 Internet	 (2	
images	are	the	same.	One	is	a	replica	from	the	
previous	page)	












Two	 sound	 buttons	 with	 instructions	 “click	
button	while	you	read”	–did	not	work	
	




Written	 text	 in	 black	 font:	 59	 words,	 4	
sentences	
White	background		
Five	 still	 images	 sourced	 from	 the	 Internet	 (2	
have	been	used	previously)	






















His	 digital	 writer’s	 notebook	 included	 many	 ideas,	 including	 images	 of	 cartoon	
characters	inserted	from	Google	Images,	personal	statements	(such	as	“you	can	make	



























and	 he	 gets	 framed	 for	 committing	 a	 crime.	 Committing	 a	 crime	 against	 his	
kingdom,	like	he	actually	didn’t	do	it.	So	he	was	going,	he	went,	he	was	about	
to	 be	 executed	 and	 then	 a	 dragon	 flew	 right	 next	 to	 the	 executioner.	 Gone,	







Riverwood.	 Riverwood.	 Because	 he’s	 very	 lonely	 and	 poor	 and	 stuff,	 so	 he	
decides	to	go	on	an	adventure	with	some	of	his	poor	friends,	Jennifer,	Sven	and	



















definite	 plot	 for	 his	 story	 along	with	 key	 elements	 including	 exposition,	 conflict	 and	
events.	 However,	 his	 comment	 “it’s	 pretty	 complicated”	 and	 his	 unfinished	 plot	
suggested	 he	 had	 not	 fully	 considered	 the	 extent	 or	 complexity	 of	 his	 story	 ideas.	









































narrated	 without	 written	 text	 he	 found	 it	 difficult	 to	 find	 the	 metalanguage	 to	
communicate	this.		
	
In	 the	 next	 writing	 session	 the	 researcher	 spent	 time	 with	 Tate	 in	 an	 attempt	 to	









During	 the	 fifth	 and	 sixth	writing	 sessions	 Tate	 used	 the	 app	 Book	 Creator	 to	 begin	
drafting	 his	 text	 (FN5,	 FN6).	While	 it	 is	 not	 fully	 clear	 of	 his	 purpose	 of	 using	 Book	
Creator	 as	 a	 resource,	 he	 did	 comment	 that	 Book	 Creator	 “could	 include	 sounds”	
(FN6).	 However,	 Explain	 Everything,	 his	 planning	 app	 also	 records	 sounds.	 Perhaps	
Tate	was	unaware	of	this	affordance.			
	








easily	 distracted,	 especially	 when	 moving	 across	 platforms	 from	 his	 draft	 to	 the	
Internet	(FN6).	Although	his	 initial	actions	on	the	Internet	were	focused	on	searching	
for	 images	 for	 his	 story,	 on	 many	 occasions	 he	 became	 distracted	 and	 clicked	 on	
images	 and	 links	 that	 had	 no	 obvious	 connection	 to	 his	 ideas.	 Figure	 4.36	 is	 an	
annotation	 of	 the	 Camtasia	 screen	 recording	 (SCW_T2)	 of	 Tate	 during	 part	 of	 this	
writing	 session.	 This	 figure	 shows	 2.00	 minutes	 of	 footage	 where	 Tate	 is	 observed	
interacting	with	many	 features	on	his	 iPad	but	not	actually	 creating	or	adding	 to	his	



























text,	 images	 and	 sound	 buttons.	 This	 was	 different	 from	 his	 original	 plan	 shared	 in	
writing	session	3	in	which	he	said	he	planned	to	design	a	story	told	through	narration	





































Additionally,	 during	 the	 Author’s	 Chair,	 Tate	 also	 shared	 that	 he	 had	 created	 one	
sound	effect	in	the	form	of	a	sound	button	using	a	song	from	Phil	Collins.	He	explained	
his	 choice	of	 song	was	based	on	 the	mood	of	 the	 story.	 Tate	 attempted	 to	play	 the	
sound	button,	however,	it	did	not	work.	
	
Between	writing	 sessions	 9	 and	 10	 Tate’s	 teacher,	Mrs	Madden,	 who	 reviewed	 the	
children’s’	drafts,	became	concerned	with	 the	content	and	appropriateness	of	Tate’s	












Mrs	Madden	 discussed	 her	 concerns	 with	 the	 researcher,	 worried	 that	 the	 content	
would	be	offensive	to	anyone	who	read	it.	Mrs	Madden	decided	it	was	not	appropriate	





At	 the	beginning	of	 session	10	Tate’s	body	 language	conveyed	 frustration	as	he	was	
asked	 by	 his	 teacher	 to	 alter	 his	 original	 text	 (FN10).	 After	 discussing	 with	 the	
researcher	how	he	could	respond	to	the	teacher’s	request,	he	decided	he	would	keep	
the	story	plot	but	create	it	as	a	story	book	instead	of	a	chapter	book	and	simplify	the	














predominantly	on	 the	written	mode	of	 language	and	at	 the	bottom	of	each	page	he	
inserted	images	saved	in	his	iPad.	He	did	not	search	online	for	any	further	images	in	his	
reconceptualised	text	but	instead	used	the	images	he	had	saved	from	his	first	text.	It	
was	 noted	 in	 observation	 data	 (AVW10,	 FN11)	 there	 was	 a	 lack	 of	 interest	 and	
enthusiasm	for	the	new	text	in	comparison	with	his	approach	to	the	first	draft.		
	




















However,	 the	picture	of	Ronan	 showed	a	 young	man	 in	black	hooded	 jumper,	 clean	
and	confident	with	a	slight	smile	on	his	 face.	This	 image	was	used	three	times	 in	his	






Figure	 4.39	 shows	 the	 image	 of	 Ronan	 that	 Tate	 used	 and	 includes	 annotation	 that	







from	 his	 iPad.	 Tate	 explained	 that	 these	 sound	 buttons	 allowed	 the	 viewer	 to	 play	
music	while	reading	his	text.		Tate	further	explained	that	he	enjoyed	listening	to	music	
while	 he	 read	 (PPI_T).	 Additionally,	 Tate	 inserted	 captions	 (“click	 button	 while	 you	
read”)	 alongside	 each	 sound	 button.	While	 none	 of	 the	 sound	 buttons	worked,	 the	








Of	 the	 six	 children	 in	 this	 inquiry,	 Tate	 had	 the	 most	 difficulty	 planning	 and	




focus	 of	 discussions	was	 on	 the	 digital	 features	 such	 as	 the	movie,	 and,	 apart	 from	
characterisation,	 Tate	elaborated	on	no	other	 literary	 elements.	 This	 limited	 view	of	
literary	text	was	also	evident	 in	his	planning	and	peer	conversations,	 in	which	details	













Further,	 Tate	 experimented	with	 integrating	multiple	modes	 but	 found	 it	 difficult	 to	
integrate	 the	multiple	modes	 in	 a	 cohesive	 and	 organised	 structure	 for	 publication.	
The	 relationship	 between	 written	 and	 visual	 material	 was	 often	 disconnected,	 with	
images	 not	 matching	 the	 meaning	 presented	 in	 the	 written	 text.	 The	 audio	 mode,	





his	 plot	 deemed	 the	 text	 to	 be	 inappropriate	 for	 his	 chosen	 audience,	 his	 younger	
brother.	 Tate’s	 reluctance	 to	 change	 his	 story	 indicated	 that	 his	 judgment	 on	
appropriateness	differed	from	his	teacher’s.	Further,	his	lack	of	interest	in	editing	the	
text	 with	 appropriate	 conventions,	 and	 the	 lack	 of	 time	 devoted	 to	 placement	 and	
publication	 suggests	 that	 audience	 was	 not	 a	 strong	 consideration	 in	 his	 text	
construction.			
	
It	 appeared	 that	 Tate	 spent	 a	 considerable	 amount	 of	 time	 searching	 for	 resources	
both	online	and	on	his	 iPad	to	create	his	text,	but	 in	the	end	he	used	two	apps	used	
regularly	 in	 class,	 with	 the	 addition	 of	 images	 sourced	 online	 to	 create	 his	 digital	
literary	text.		This	could	be	a	result	of	his	limited	experience	creating	text,	his	difficulty	
in	 conceptualising	 his	 text	 during	 planning,	 or	 his	 lack	 of	 enthusiasm	 in	 the	










of	 the	 classroom	 environment	 and	 literacy	 event	 are	 presented.	 Following	 this	
contextual	 data,	 an	 explication	 of	 each	 child’s	 final	 text	 production	 was	 used	 to	
develop	 case	 portraits	 for	 each	 child	 participant.	 Lastly,	 at	 the	 conclusion	 of	 each	
individual	 case	portrait,	 an	 interpretive	 summary	of	 the	data	was	 shared.	Hence,	 for	
each	participating	child,	a	description	of	what	 could	be	 seen	or	heard	was	explored,	
and	 then	 an	 interpretation	 of	 what	 this	 meant	 and	 why	 it	 was	 significant	 for	 the	
inquiry	was	discussed.	To	conclude	this	chapter	a	table	summarising	the	main	findings	




































































































































































































































































































































































Year	 5	 children	 as	 they	 constructed	 their	 own	 digital	 literary	 texts.	 In	 doing	 so	 it	
responded	to	the	following	research	questions:	








The	 thesis	 has	 critiqued	 research	 literature	 on	 both	 paper-based	 text	 construction	
(e.g.,	Butler	&	Turbill,	1984;	Calkins,	1983;	Graves,	1994;	Murray,	1982)	and	digital	text	
construction	 (e.g.,	 Callow,	 2013;	 Edwards-Groves,	 2011;	 Kervin	 &	 Mantei,	 2016).	





insights,	much	 of	 it	 is	 related	 to	 adolescents	 (e.g.,	 Callahan	&	 King,	 2011;	Martin	&	
Lambert,	 2015),	 with	 fewer	 studies	 focusing	 on	 younger	 children.	 Given	 that	 AC:E	
policies	require	primary	school	children	as	young	as	kindergarten	age	use	software	for	




focus	on	 literary	 texts	 is	 significant	 in	 the	Australian	context	given	 its	prominence	 in	
AC:E.		
The	 previous	 chapter	 presented	 the	 findings	 of	 the	 qualitative	 analysis	 by	 firstly	
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discussing	 the	classroom	and	the	 literacy	events	 to	explore	 the	context	within	which	
the	 children	 authored	 their	 texts.	 This	 was	 followed	 by	 an	 examination	 of	 the	
individual	digital	 literary	 texts	constructed	by	each	child.	The	data,	analysed	 through	
the	 lens	 of	 social	 context,	 revealed	 each	 child’s	 writing	 practices	 and	 resources	
throughout	 the	 process	 of	 digital	 literary	 text	 construction.	 By	 exploring	 the	 literacy	





literary	 construction	 across	 the	 six	 individual	 cases.	 Specific	 discussion	 about	 the	






Edwards-Groves,	 2011;	 Merchant,	 2005;	 Walsh,	 2010).	 Such	 research,	 although	
embryonic	 due	 to	 the	 ‘newness’	 of	 technology	 integration	 in	 literacy	 education,	
revealed	a	general	understanding	that	technology	is	no	longer	positioned	merely	as	a	
tool	for	word	processing.	Rather,	it	is	considered	an	important	mechanism	for	creating	
and	 communicating	meaning	 by	 extending	 the	 practices	 available	 to	writers	 as	 they	
construct	 texts	 (e.g.,	 Bogard	 &	 McMackin,	 2012;	 Grabill	 &	 Hicks,	 2005).	 While	
researchers	 (e.g.,	 Edwards-Groves,	 2011,	 2012;	 Merchant,	 2007)	 have	 begun	 to	

















The	 non-linearity	 and	 often	 recursive	 nature	 of	 digital	 text	 construction	 has	 been	
examined	 (e.g.,	 Edwards-Groves,	 2011;	 Lipscombe	 et	 al.,	 2015),	 revealing	 the	
complexity	of	 the	writing	practices	within	 the	demands	of	 the	composition	of	digital	





when	 they	 began	with	 the	written	mode	 in	 their	 construction.	 Ideas	were	 recorded	
then	turned	into	drafts	and	publications	in	a	similar	fashion	to	what	is	advocated	for	in	
traditional	 writing	 process	 literature	 (Calkins,	 1994;	 Graves,	 2003;	 Murray,	 1982;	
Nichols,	 1996).	 While	 the	 time	 each	 child	 spent	 planning,	 drafting	 and	 redrafting	
varied,	 the	 practice	 of	 using	 written	 text	 to	 represent	 these	 stages	 was	 common.	
Practices	 such	 as	 re-reading	 and	 thinking	 aloud	 were	 commonly	 observed	 during	












surmised	 that	 the	 images	 he	 captured	 didn’t	 have	 any	 obvious	 connection	 to	 his	




and	 organising	 images.	 It	 appeared	 that	 the	 children	 mostly	 considered	 the	
relationship	between	written	and	visual	modes.	For	Ben,	Mischa,	Emma	and	Sarah,	the	
search	 for	 images	 was	 mostly	 aligned	 with	 the	 written	 content	 they	 were	 drafting.	
However,	Luke	and	Tate	were	observed	searching	the	Internet	for	images	that	had	no	
obvious	 relationship	 to	 the	 written	 text	 and	 instead	 seemed	 distracted	 from	 the	
meaning	they	were	trying	to	communicate	in	their	written	draft.		
	
Identifying	 specific	 writing	 practices	 associated	 with	 the	 drafting	 of	 digital	 text	
elements	 was	 difficult.	 Buckingham	 (2007)	 suggests	 digital	 writing	 and	 media	
production	is	often	a	hybridisation	of	textual	practices,	and	as	such,	is	often	difficult	to	
capture.	 In	 this	 inquiry	media	 such	 as	moving	 images,	 sound	 effects	 and	 interactive	
elements	 were	 constructed	 in	 a	 somewhat	 fragmented	 process.	 	 The	 creation	 of	






Kist,	 2013;	Walsh,	 2010).	 Typically,	 in	 this	 inquiry,	 the	 inclusion	 of	 visual	 and	 audio	
modes	 and	 digital	 elements	 were	 ‘added’	 to	 the	 written	 text	 at	 different	 stages	 of	
construction	as	the	children	identified	appropriate	spaces.	
	
During	 the	 drafting	 phases,	 some	 children	 changed	 their	 digital	 platform	 mid-way	
through	 their	 creation	 of	 the	 written	 text.	 For	 example,	 Ben	 changed	 from	 Explain	
Everything	 app	 to	 Keynote,	 Mischa	 changed	 from	 GoodNotes	 to	 Book	 Creator	 and	
Sarah	 changed	 from	Explain	 Everything	 to	 Book	Creator.	While	 the	 reason	 for	 these	
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changes	 was	 often	 not	 articulated,	 the	 children	 did	 appear	 to	 respond	 to	 the	
importance	of	the	platform	in	helping	them	respond	to	their	vision	for	their	text.	Given	
drafting	and	publishing	can	be	simultaneous	processes	when	creating	text	with	digital	
technology,	 such	 changes	 seem	 logical.	 This	 is	 quite	 different	 to	 paper	 based	 text	





in	 the	 writing	 process	 were	 difficult	 to	 identify	 in	 the	 data	 analysis.	 While	 some	
‘polishing’	of	writing	is	expected	during	print	based	construction	(Calkins,	1980),	it	was	
observed	 to	 be	 more	 recursive	 in	 a	 digital	 environment.	 For	 example	 editing	 was	
occasionally	observed	as	 a	 simultaneous	process	 to	 the	drafting	of	written	 text	with	
Ben	and	Sarah	observed	re-reading	and	editing	their	written	text	while	typing.	Spelling	
and	 grammar	 checks	 during	 word	 processing	 often	 prompted	 this	 simultaneous	
editing.	 Burn	 (2009)	 argues	 that	 editing	 software	 allows	 for	 “real	 drafting,	
reconsidering,	 continual	 remaking,	 experimentation,	 shaping,	 polishing”	 (p.	 49).	
However,	editing	additional	modes	such	as	visual	and	audio	was	challenging.	As	found	
in	 other	 studies	 (e.g.,	Matthewman	 and	 Triggs,	 2004),	 some	 children,	 such	 as	 Sarah	
and	Ben	attended	to	some	editing	of	visual	modes	during	final	publication.	However,	
Luke,	Tate	and	Mischa	did	not.	As	a	result	there	were	some	tensions	with	cohesion	of	
font	 sizes,	 text	 box	 layouts	 and	 visual	 images	 in	 their	 final	 publications.	 Further,	 for	
Ben,	 editing	 the	 audio	 mode	 caused	 considerable	 challenges,	 as	 he	 attempted	 to	
record	all	his	oral	narration	before	editing	his	written	mode	and	as	a	consequence	had	
to	rerecord	his	audio.	Additionally,	Tate,	Mischa	and	Sarah	all	had	difficulties	with	the	
audio	 mode,	 suggesting	 that	 editing	 of	 this	 mode	 was	 not	 attended	 to	 before	





and	 publications	 in	 a	 similar	 fashion	 to	 what	 is	 advocated	 for	 in	 traditional	 writing	
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process	 literature	 (Calkins,	 1994;	 Graves,	 2003;	 Murray,	 1982;	 Nichols,	 1996).	
However,	 once	 they	 began	 to	work	with	multiple	modes	 and	 digital	 elements,	 their	
practices	were	observed	to	be	more	recursive	and	unpredictable.	While	many	of	these	
examples	 were	 collected	 via	 screen	 recordings	 and	 observations,	 the	 full	 scope	 of	
writing	 practices	 was	 difficult	 to	 capture	 given	 the	 rapid	 and	 unpredictable	
compositional	sequences.	What	was	captured	represented	a	hybridised	version	of	the	
writing	 processes	 for	 print	 and	 the	 digital	 writing	 practices	 for	 digital	 literary	 text	
construction.		
Given	that	literacy	practices	are	socially	constructed	and	historically	developed	(Barton	
&	 Hamiliton,	 1998;	 Street,	 2003),	 past	 and	 present	 pedagogical	 considerations	 are	
important	 to	 consider	 in	 connection	with	 the	 digital	writing	 process.	 In	 the	 six	 case	
studies,	 while	 the	 writing	 process	 for	 digital	 literary	 text	 was	 observed	 as	
unpredictable	 and	 recursive,	 nonetheless,	 progress	 of	 the	 written	 text	 was	 steadily	
made	 from	planning	 through	 to	publication.	Prior	 teacher	directions	and	scaffolds	 in	
connection	to	the	writing	processes	of	paper-based	construction	in	previous	classroom	
experiences	were	 evident	 and	 supportive	 of	 text	 construction.	 For	 children,	 such	 as	
Sarah	 and	 Emma	 who	 were	 working	 above	 expected	 levels	 in	 literacy	 and	 showed	
greater	 confidence	 and	 experience	 in	 digital	 text,	 the	writing	 process	 seemed	more	
successful	for	their	publication.	Their	final	texts	showed	cohesion	between	modes	and	
digital	elements	and	greater	sophistication	in	text	construction.			
Studies	 (e.g.,	 Edwards-	 Groves,	 2011,	 Kervin	 &	Mantei,	 2016)	 suggest	 that	 children	
require	 both	 traditional	 and	 new	 forms	 of	 pedagogical	 support	 to	 negotiate	 the	
increased	 multimodal	 and	 digital	 texts	 they	 are	 expected	 to	 construct.	 This	 was	
evident	in	this	inquiry	as	children	were	observed	enacting	print	based	writing	practices	
alongside	new	practices	with	increased	recursive	processes	in	relation	to	composition	
of	 audio	 and	 visual	 modes	 observed.	 Therefore,	 instead	 of	 attempting	 to	 set	 up	 a	













children	 to	move	 from	 their	 known	 (print-based	 text)	 to	 the	 less	 familiar	 (digital)	 as	
they	 created	 text.	 Writing	 practices	 associated	 with	 text	 structure	 and	 literary	
techniques	were	 extended	 as	 children	 experimented	with	 the	 construction	 of	 these	
text	 features	using	 technology.	 In	 some	 cases	 technology	provided	opportunities	 for	
the	 children	 to	 experiment	with	meaning	making	 to	 reconstruct	 print	 based	 literary	






opportunities	 that	 highlighted	 the	 often	 non-linear,	 visual	 and	 interactive	 text	
organisation	 of	 digital	 literary	 texts.	 Dust	 Echoes:	 The	 Mimis	 showcased	 visual	
animation	as	the	primary	form	of	communication	with	hyperlinks	and	text	surrounding	
the	 visual	mode.	Evident	 in	 the	 stories	within	 this	 resource	was	 the	 telling	of	digital	
literary	text	told	primarily	through	moving	image	and	music.	As	a	result	some	children	
experimented	 with	 moving	 image	 and	 interactivity	 as	 a	 text	 feature	 in	 their	 digital	










visual	 or	 non-sequential	 interactive	 ways.	 This	 linear	 text	 structure	 where	 text	 is	
represented	 in	pages	 replicates	 that	of	a	 typical	print	based	 literary	 text,	 and	 is	also	
indicative	of	 the	model	 texts	available.	While	 creators	of	digital	 literary	 text	use,	 for	




this	 text	 feature	 during	 text	 deconstruction	 and	 therefore	 couldn’t	 turn	 to	 the	 next	
screen	of	the	story	without	assistance.	For	Ben,	this	text	feature	was	considered	as	an	
inspiration	 for	 his	 own	 digital	 literary	 text	 although	 his	 technical	 knowledge	 limited	
him	 from	 creating	 it.	 There	 were	 no	 examples	 within	 the	 case	 study	 texts	 that	
supported	a	user	to	navigate	from	screen	to	screen.	The	texts	created	by	the	children	
seemed	 to	 mirror	 the	 linear	 nature	 of	 western	 narratives	 as	 they	 used	 pages	 to	
progress	the	text.	
	
Similarly,	 common	 literary	 techniques	 such	 as	 dialogue,	 onomatopoeia	 and	 similes	
(Goldstone,	2004)	were	enacted	predominately	in	print	based	elements	of	the	written	
text.	For	example	Sarah	used	the	word	“Crack”	to	describe	the	sound	of	a	broken	stick	
and	dialogue	was	 communicated	extensively	 in	 the	 texts	 through	 the	written	mode.	
There	were,	however,	 some	examples	of	 literary	 techniques	being	constructed	using	
technology	and	multiple	modes.	Ben,	Emma	and	Mischa	used	audio	to	create	dialogue	
in	 different	 character	 voices.	 Sarah	 experimented	 with	 symbolism	 as	 a	 literary	
technique,	using	a	complex	combination	of	edited	visual	and	audio	modes	to	create	a	
moving	 image,	 symbolic	 of	 a	 family	 being	 united.	 Emma	 also	 used	 an	 ensemble	 of	
modes	to	create	the	complex	literary	technique	of	perspective,	where	one	character’s	
story	was	told	through	a	digital	orally	narrated	diary	whilst	the	other	one	was	told	in	
written	 text.	 These	 digital	 practices	 have	 generated	 the	 need,	 as	 Callahan	 and	 King	
(2011)	 suggest,	 for	 a	 greater	 focus	 on	 what	 now	 defines	 text	 features	 in	 a	 digital	
environment	 and	 subsequently	 what	 new	 practices	 are	 required	 for	 construction.	




essential	 that	 these	 new	 forms	 and	 features	 of	 digital	 literary	 text	 be	 incorporated	
within	classroom	writing	experiences.	
		
Digital	 texts	 do	 not	 replace	what	we	 know	 about	 print	 based	 text	 features.	 Rather,	
classroom	 writing	 practices	 need	 to	 account	 for	 new	 textual	 features	 and	 the	
authoring	 opportunities	 they	 present.	 While	 is	 has	 been	 debated	 that	 writing	 is	
profoundly	different	with	the	introduction	of	digital	tools	(e.g.,	Edwards-Groves,	2011;	
Mackenzie,	 2014;	 Merchant,	 2007),	 this	 inquiry	 found	 that	 the	 digital	 literary	 texts	
initially	used	and	then	somewhat	extended	on	paper	based	characteristics	and	literary	
elements	 in	 the	 creation	 of	 new	 texts.	 The	 findings	 of	 this	 inquiry	 highlight	 that	
children,	while	still	beginning	with	written	presentation	styles	and	literary	techniques,	
are	 beginning	 to	 experiment	 with	 other	 elements	 when	 using	 technology.	
Consequently,	 to	 support	 digital	 literary	 text	 construction,	 classroom	 writing	
pedagogies	 need	 to	 also	 include	 focus	 on	 new	 ways	 literary	 texts	 are	 created	 in	 a	







digital	 literary	 texts.	 Digital	 texts	 provide	 new	 and	 dynamic	 ways	 for	 authors	 to	
combine	multiple	modalities	to	communicate	meaning.	Some	are	print-based	(such	as	
written	text),	while	others,	such	as	audio	and	movement,	are	afforded	to	digital	 text	
construction	 (Kalantzis	 &	 Cope,	 2012;	 Wyatt-Smith	 &	 Kimber,	 2009).	 The	 ability	 to	
create	 and	 communicate	 meaning	 using	 different	 modes	 is	 particularly	 relevant	 to	
digital	 literary	texts.	 In	 these	texts,	aesthetic	 textual	elements	are	prevalent	and	rely	
on	an	author’s	ability	to	communicate	meaning	creatively	to	appeal	to	the	emotions	of	
their	 audience.	 Moreover,	 the	 digital	 environment	 broadens	 the	 number	 of	 ways	
writers	 can	 design	 and	 communicate	 this	meaning	 (Bezemer	&	 Kress,	 2008;	 Cope	&	




meaning	 can	 be	 created	 and	 shared	 using	 the	 different	modes	 enabled	 by	 a	 digital	
environment	 (Bogard	 &	 McMackin,	 2012;	 Edwards-Groves,	 2012;	 Kervin	 &	 Mantei.	
2016).	 Subsequently,	 these	 new	 meaning	 making	 combinations	 require	 an	
understanding	 of	 multimodal	 composition	 and	 technical	 knowledge	 and	 skill	 (Leu,	





meaning	 served	 as	 powerful	 models	 for	 these	 children.	 Print-based	 forms	 such	 as	
picture	storybooks	and	novels	coupled	with	digital	texts	such	as	short	films,	animated	
moving	 images,	 and	 interactive	 story	 apps	 provided	 important	 stimulus	 for	 text	
construction.	 This	 allowed	 the	 children	 to	 examine	 the	 use	 of	 modes	 as	 they	
considered	 how	 text	 could	 be	 designed	 and	 meaning	 communicated	 through	 each	
mode	(Cope	&	Kalantzis,	2000).		
	




text	 similar	 to	 the	quiz	 created	 in	Dust	 Echoes:	 The	Mimis.	 	Lessons	with	a	 focus	on	
deconstructing	 these	 texts	were	powerful	 as	 they	 showcased	 the	 affordances	of	 the	
multimodal	design	in	a	digital	environment	and	provided	a	means	of	examining	models	
of	 texts,	 which	 students	 might	 refer	 to	 when	 writing	 independently	 (Derewianka,	
1991).	For	Ben,	Emma	and	Sarah,	discussions	during	the	text	deconstructions	showed	
an	awareness	of	multiple	modes.	For	example,	Ben	commented	“I	liked	how	it	had	the	
music	 in	 the	background	because	 it	matched	 the	 story	 and	went	 through	 the	whole	
way”.	However,	 this	understanding	was	not	evident	 in	 the	data	collected	 from	Luke,	





It	 therefore	becomes	 important,	 that	deconstruction	of	digital	 literary	texts	becomes	
an	essential	and	ongoing	classroom	experience.	While	there	is	some	provision	for	the	
inclusion	 of	 multiple	 modes	 within	 syllabus	 documents,	 paper-based	 reading	 and	
writing	skills	appear	to	have	more	currency	 in	many	classrooms.	While	this	may	be	a	
result	 of	what	 Kalantzis	 and	 colleagues	 (2010)	 suggest	 is	 an	overreliance	on	 familiar	
print	based	teaching	strategies	in	classrooms,	it	also	emphasises	the	important	role	of	
systematic	 teaching	 that	 focuses	 on	 the	 multiple	 ways	 meaning	 is	 created	 and	





Further,	 opportunities	 for	 modelled	 and	 explicit	 text	 construction	 need	 to	 be	
incorporated	within	classroom	writing	pedagogies.	Most	of	 the	children	 in	 this	 study	
were	 inexperienced	 writers	 of	 digital	 literary	 text.	 Creating	 digital	 multimodal	 texts	
requires	 text	 construction	 practices	 focussed	 on	 new	 literacies	 such	 as	 design,	






important.	 In	 their	 digital	 literary	 text	 constructions,	 the	 children	 were	 clearly	
motivated	 to	 create	multimodal	 designs	 but	were	 often	 restricted	by	 their	 technical	
skills.	Mischa,	Sarah,	Ben	and	Tate	all	had	difficulties	turning	their	planned	audio	and	
visual	 ideas	 into	a	publishable	 form.	While	 some	received	support	 from	the	 teacher,	
family	members	and	an	IT	educational	consultant,	others	did	not	and	as	a	result	their	
final	 publication	 included	 modes	 that	 were	 inactive.	 Studies	 in	 new	 literacies	 have	
found	 that	 learning	 experiences	 in	 classrooms	 are	 dependent	 on	 the	 ability	 of	
educators	 to	 facilitate	 social	 literacy	 learning	 opportunities	 between	 children,	
communities	and	 teachers	 (Kiili	 et	al.,	2012).	Clearly,	as	 researchers	 such	as	 Leu	and	
colleagues	 (2014)	 suggest,	 explicit	 teaching	 in	 the	 technical	 knowledge	 and	 skill	 in	
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The	 findings	 of	 this	 inquiry	 help	 to	 understand	 the	 pedagogical	 focus	 areas	 and	
strategies	required	to	support	 the	digital	writing	of	 literary	 text.	Researchers	such	as	
Jewitt	 (2005;	 2008)	 and	 Kress	 and	 van	 Leeuwen	 (2006)	 have	 argued	 that	 literacy	
pedagogy	must	focus	on	how	meaning	is	conveyed	using	a	combination	of	modes.	The	
findings	 from	 this	 inquiry	highlight	 that	operationalising	modes	of	meaning	 in	digital	
literary	 text	 construction	 demands	 pedagogical	 practices	 that	 incorporate	 both	
modelled	text	deconstruction	and	construction	and	explicit	teaching.	Such	pedagogical	
experiences	require	explicit	focus	on	areas	of	the	unique	design	of	modes	in	a	digital	






Willmett	 and	 Curwood	 (2014)	 argue	 that	 the	 availability	 of	 resources	 has	 always	
mediated	writing	 construction	because	 it	 is	 the	 resources,	 “from	quill	 pens	 to	 touch	
screens”	 (p.	 243)	 that	 shape	 both	 the	 production	 and	 distribution	 of	 meaning.	
Recognising	the	resources	children	access,	and	what	they	do	with	them,	 is	central	 to	
understanding	 the	 writing	 practices	 children	 enact	 during	 digital	 literary	 text	
construction.	 This	 inquiry	 defines	 resources	 as	 the	 material	 tools,	 such	 as	 apps,	
screens,	paper,	texts	and	software,	available	to	authors.	













The	 rapid	 development	 and	 accessibility	 of	 resources	 is	 an	 important	 part	 of	
understanding	 digital	 literary	 text	 construction	 when	 considering	 how	 meaning	 is	
created	 and	 shared.	 Proficient	 digital	 text	 users	 engage	 with	 multiple	 resources	 to	
design,	 manipulate	 and	 upload	 their	 own	 contributions.	 This	 is	 typically	 taken	 for	




writing	 platforms	 because	 numerous	 apps,	 coupled	 with	 affordances	 of	 the	 device	
(such	 as	 voice	 recognition	 and	 video	 recording),	 provide	 many	 resources	 for	 text	
construction.	 The	 children	 in	 this	 inquiry	 utilised	 multiple	 resources	 to	 create	 and	




Researchers,	 such	 as	 Walsh	 (2010),	 have	 found	 children	 often	 begin	 digital	 text	
construction	 using	 paper	 resources,	 with	 technological	 resources	 utilised	
predominantly	during	publication.	This	could	be	that	these	are	the	resources	that	are	
offered	 to	 the	 children	 in	 this	 first	 instance.	 In	 this	 inquiry	 all	 children	 utilised	 only	
digital	 resources	 to	 construct	 their	 texts.	 These	 children	 all	 had	 access	 to	 both	
technology	and	paper	resources.	This	insight	is	interesting	considering	the	overall	print	






New	 Literacies	 theory	 posits	 that	 proficient	 digital	 users	 rely	 on	 multiple	 tools	 to	
construct	meaning	(Leu	et	al.,	2013).	This	was	evident	in	this	inquiry.	All	children	used	





example,	 the	 teacher	 shared	 in	 the	 initial	 teacher	 interview	 that	 the	 app	 Explain	










regarding	 what	 is	 valued	 and	 taught	 in	 schools	 (Schultz,	 2006).	 This	 inquiry	
demonstrates	 that,	 for	 digital	 literacy	 text	 construction,	 the	 multiple	 resources	
selected	 were,	 on	 part,	 a	 result	 of	 previous	 experiences	 and	 values	 of	 past	 literacy	
teaching	and	learning.		
	
Further,	 in	 consideration	 of	 the	 complex	 multimodal	 and	 digital	 elements	 of	 digital	
literary	 text,	 multiple	 resources	 were	 required	 to	 construct	 multiple	 features.	 The	
convergence	of	 literary	text	features	such	as	 literary	techniques,	series	of	events	and	
emotional	 appeal	 (ACARA,	 2015;	 Derewianka,	 1991;	 Goldstone,	 2004;	 Short	 et	 al.,	
2015),	 with	 multiple	 modes	 (Unsworth,	 2006)	 and	 digital	 elements	 (Serafini,	 2015)	
meant	 that	 a	 single	 resource	 often	 limited	 the	 ability	 to	 construct	 all	 features.	 For	
example,	Ben	could	not	record	his	audio	mode	using	his	selected	publishing	resource	
and	therefore	sourced	an	audio	recording	resource	that	could	be	embedded	 into	his	








did	 not	 spend	 time	 exploring	 the	 affordances	 of	 a	 resource,	 text	 construction	 was	
affected.	This	was	the	case	for	Emma	who	selected	what	she	believed	to	be	a	suitable	
publishing	app,	only	to	discover	once	her	draft	was	completed	that	the	app	would	not	
enable	 the	 interactive	 moving	 images	 she	 had	 produced.	 Instead,	 she	 required	 the	




children	 as	 they	 contended	with	 the	 challenges	 of	 saving	 images,	 sound	 effects	 and	






The	 selection,	 convergence	and	organisation	of	multiple	 resources	 for	digital	 literary	
text	 construction	 poses	 considerations	 for	 classroom	 based	 writing	 practices.	While	
studies	 have	 focused	 on	 the	 affordance	 and	 constraints	 of	 many	 single	 resources	
(Bogard	&	McMackin,	2012;	Boling	et	al.,	2008;	Lorenz,	Green,	&	Brown,	2009;	McGrail	
&	 Davis,	 2011;	 Woo	 et	 al.,	 2011)	 the	 reality	 is	 that	 digital	 text	 construction	 is	
multilayered,	often	requiring	multiple	tools	 for	construction.	This	highlights	the	need	
for	 structures	 to	 support	 children	 to	 carefully	 consider	 the	 complicated	 features	 of	
digital	 texts	 (Stephens	 &	 Ballast,	 2011),	 the	 relationship	 between	 multiple	 modes	
(Kress	&	van	Leeuwen,	2001)	and	 the	multiple	 resources	available	 (Kervin	&	Mantei,	
2016)	during	digital	literary	text	construction.	Perhaps	most	importantly,	regardless	of	
what	 tool	 is	 selected,	children	must	be	supported	with	time	to	explore	coupled	with	




support	 them,	but	 also	 in	ways	 resources	 can	work	 together	 to	 create	 the	one	 text.	






Bezemer	and	Kress	 (208)	observe	 that	writing	practices	are	always	connected	 to	 the	
resources	at	hand	and	to	their	constraints	and	affordances.	Resources	associated	with	
the	 digital	 environment	 are	 incorporated	 into	 the	 writing	 process	 and	 as	 a	 result	
require	 users	 to	 have	 an	 understanding	 of	 the	 profound	ways	 resources	 help	 shape	
how	 meaning	 is	 distributed	 (Kervin	 &	 Derewianka,	 2011).	 Each	 resource	 offers	
different	affordances	for	text	construction	as	well	as	constraints	(Blommaert,	2013).	It	
is	 not	 the	 intention	 of	 this	 inquiry	 to	 evaluate	 various	 resources;	 instead,	 this	
discussion	 will	 focus	 on	 insights	 regarding	 the	 ways	 resources	 can	 both	 enable	 and	
constrain	digital	literary	text	construction.		
Researchers	 have	 argued	 that	 multiple	 resources	 provide	 different	 affordances	 for	
digital	text	construction	(Bogard	&	McMackin,	2012;	McGrail	&	Davis,	2011;	Woo	et	al.,	
2011).	 In	 this	 inquiry	 the	 modelling	 of	 resources,	 in	 built	 resource	 design,	 and	
collaboration	 helped	 shape	 the	 children’s	 writing.	 With	 respect	 to	 modelling,	 the	
deconstruction	 and	 modelling	 of	 multiple	 examples	 of	 digital	 literary	 text	 provided	
opportunities	to	consider	the	ways	authors	create	and	communicate	meaning.	These	
examples,	 and	 the	 discussions	 surrounding	 them,	 provided	 the	 children	 with	
opportunities	 to	 explore	 the	 congruence	 between	 literary	 elements	 and	 the	 digital	
space.	 The	 understandings	 they	 gained	 from	 this	 process	 were	 then	 transferred	 to	
their	own	text	construction.	For	example	Luke,	Ben	and	Sarah	all	used	elements	of	the	
story	app	The	Fantastic	Flying	Books	of	Mr	Morris	Lessmore	 in	their	own	texts.	While	





Additionally,	 the	 self-selected	 resources	 children	 utilised	 provided	 them	 with	
opportunities	to	explore	various	templates	and	built-in	design	features	that	prompted	
new	 ideas	 for	 creation.	 The	 resources	 acted	 as	 a	 scaffold	 for	 writing	 (Johnson	 &	
Smagorinsky,	 2013;	 Jocius,	 2013)	 and	 influenced	 the	 ways	 the	 children	 constructed	




use	 of	 digital	 resource	 as	 a	 scaffold	 to	 text	 construction,	 often	 inspiring	 children	 to	
consider	multiple	and	sometimes	new	ways	to	create	and	communicate	meaning.		
Digital	resources	have	been	found	to	afford	collaborative	practices	in	writing	(Jenkins,	
2009;	 Knobel	 &	 Lankshear,	 2014;	 Sabatino,	 2014).	 The	 resources	 available	 to	 the	
children	 in	 this	 inquiry	 facilitated	 collaboration	 by	 enabling	 them	 to	 view,	 provide	
feedback	and	share	ideas	easily	and	simultaneously.	For	example,	Google	Drive	meant	
that	 children	could	upload	 their	drafts	during	 reflective	discussions	and	 the	Author’s	
Chairs	so	text	was	accessible	to	all	as	a	way	to	read	and	provide	feedback.	Airdrop	and	
email	allowed	children	to	instantly	share	images	with	one	another.	For	instance,	Sarah	
emailed	Emma	an	 image	and	asked	her	 to	edit	 it	using	an	app	 she	had	on	her	 iPad.		
Ben	 airdropped	 the	 researcher	 a	 sound	 file	 to	 share	 what	 he	 had	 achieved.	 The	
accessibility	 and	 convenience	 of	 many	 of	 these	 resources	 encouraged	 collaboration	
amongst	 children	 and	 the	 researcher	 as	 they	 went	 about	 constructing	 their	 digital	
literary	texts.		
Furthermore,	the	resources	extended	collaboration	to	the	home	environment,	where	
knowledge	was	developed	and	 shared	outside	of	 the	 classroom	 (Castek	et	 al.,	 2008;	
Gutierrez,	Baquedano-Lopez,	&	Tejeda,	1999).	The	portability	of	their	iPads	meant	that	
children	 could	 construct	 their	 text	 at	 home	 when	 the	 school	 environment	 was	 not	
suitable,	 or	 when	 they	 required	 additional	 support	 from	 an	 expert	 at	 home.	 For	
example,	Ben	produced	his	audio	elements	at	home	because	the	background	noise	at	














Book	 Creator	 because	 they	 believed	 that	 Book	 Creator	 offered	 greater	 affordances	
with	 audio	 and	 image.	 Interestingly	 the	 same	 features	 are	 available	 in	 both	 Explain	
Everything	and	Book	Creator,	however	they	appeared	unaware	of	the	audio	and	visual	
functions	 and	 as	 a	 result	 spent	 considerable	 time	 transferring	 content	 from	 one	
resource	to	another.	Hutchinson	and	Reinking	(2010)	found	that	often	digital	resources	
were	not	being	taught	or	used	to	their	full	potential,	pointing	to	the	need	for	learners	
to	have	extended	opportunities	 to	explore	 the	 functionality	of	an	app	with	 input,	 to	
support	their	text	construction.		
	
While	 the	 resources	 provided	 clear	 affordances	 for	 text	 construction,	 certain	
constraints	 of	 the	 resources	 selected	 were	 evident.	 Given	 that	 digital	 text	
encompasses	more	 complex	multimodal	 ensembles	 (Kalantzis	&	 Cope,	 2012;	Wyatt-
Smith	&	Kimber,	2009),	writers	must	learn	about	the	important	relationship	between,	
for	 example,	 written	 and	 visual	 modes	 (Jewitt,	 2005;	 2008).	 While,	 as	 previously	
discussed,	some	children	considered	this	relationship	closely	with	complementary	and	
reinforcing	 relationships	 (Kress	&	 van	 Leeuwen,	 2006)	 between	 these	 two	modes,	 it	
was	evident	that	when	images	were	selected	from	predesigned	resource	depositories	
(such	as	Google	Images),	meaning	was	compromised.	For	Ben,	Emma,	Tate	and	Sarah	
their	 image	 selections	 resulted	 in	 tensions	 between	 written	 and	 visual	 modes.	 For	
example,	 achieving	 cohesion	between	different	 visual	 representations	of	 a	 character	
was	difficult	 for	Ben,	with	 three	 very	different	 character	 images	being	 sourced	 from	




of	 a	 female	main	 character	 to	 a	male	main	 character	because	 she	 could	not	 find	an	
image	that	matched	her	written	ideas.		Tate’s	images	were	often	reused	from	page	to	
page	because	he	could	not	find	different	images	that	represented	the	same	character	
in	 a	 different	 scene.	 And	 for	 Sarah,	 images	 selected	 disrupted	 the	 time	 period	 and	






person	 meant	 that	 the	 children	 had	 to	 consider	 which	 resources	 could	 be	 used	 to	
export	their	digital	literary	texts	in	a	form	accessible	to	that	person.	As	all	of	the	texts	
included	 dynamic	 and	 interactive	 design	 features,	 the	 final	 publication	 could	 not	 be	
exported	in	a	common	static	file	type	such	as	a	PDF.	Additionally,	most	files	sizes	were	
above	the	 limits	 for	emailing.	The	children	were	therefore	required	to	consider	early	
on	 in	 the	writing	 process	 how	 they	would	 design	 their	 text	 to	 be	 shared	with	 their	
audience.	For	example,	Luke	and	Emma	realised	that	the	resource	with	which	they	had	
drafted	their	texts	could	not	support	an	export	that	retained	the	dynamic	elements	of	
the	 text.	 Consequently,	 they	 were	 forced	 to	 spend	 considerable	 time	 using	 a	 new	
resource	to	reconstruct	parts	of	their	written	and	visual	texts	in	order	to	achieve	their	
aims.	 In	 these	 cases,	 the	 types	 of	 resources,	 and	 the	 late	 stage	 in	 the	 construction	
process,	impacted	on	the	construction	of	the	digital	literary	texts.		
 
Writers	of	digital	 literary	 text	need	access	 to	multiple	 resources	and	 time	 to	explore	
them	 if	 they	 are	 to	 proliferate	 the	 possibilities	 that	 technology	 offers	 to	 text	
construction.	 As	 technology	 evolves	 (Leu	 et	 al.,	 2013)	 and	 resources	 continue	 to	 be	
developed	 (Kervin	 &	 Mantei,	 2016),	 so	 too	 must	 pedagogical	 practices	 to	 support	
children	to	thoughtfully	select,	combine	and	enact	the	multitude	of	resources	available	
to	 them.	This	section	has	highlighted	the	strengths	and	challenges	resources	provide	

















appropriate	 resources	 for	 young	 writers.	 Children	 use	 the	 resources	 and	 the	
environment	as	well	as	 skill	and	knowledge	 to	engage	 in	 their	own	 literacy	practices	
(Neuman	 &	 Roskos,	 1997),	 making	 it	 important	 to	 understand	 what	 resources	 are	
made	available	to	them	for	text	construction.	Providing	access	to	resources	in	a	digital	
environment	creates	some	unique	challenges	for	educators.	 In	this	 inquiry,	questions	
about	what	digital	 resources	 to	provide,	how	they	are	 to	be	accessed,	and	protocols	
for	managing	them	were	raised.		
	
For	 text	 construction	 the	 iPad	 was	 the	 dominant	 technological	 device	 the	 children	
used.	 As	 a	 consequence,	 resources	 such	 as	 apps	 and	 the	 iPad’s	 digital	 affordances	


















Resources	 and	 associated	 scaffolds	 need	 to	 be	 carefully	 considered	 to	 ensure	 they	
provide	 children	with	 access	 to	 formats,	 functionality	 and	 templates	 that	match	 the	
demands	 of	 textual	 construction.	 In	 this	 inquiry	 while	 some	 resources	 acted	 as	 a	
scaffold	 for	writing	 (Johnson	 and	 Smagorinsky,	 2013;	 Jocius,	 2013),	 others	 restricted	
children’s	ability	to	advance	their	planned	ideas.	It	is	important	therefore	that	children	
are	 guided	 in	 their	 understanding	 of	 the	 affordances	 of	 resources.	 Educators	 need	
guidance	 to	 identify	 appropriate	 resources	 for	 digital	 text	 construction	 that	 support	
writing	practices	 (Stewart,	 2014)	while	 remaining	 faithful	 to	 their	 knowledge,	beliefs	
and	ideals	for	the	construction	of	digital	literary	texts.		
	
Moreover,	 the	 findings	 revealed	 that	 children	 required	 opportunities	 to	 learn	 about	
the	 full	 affordances	 of	 the	 resources	 available	 to	 them	 to	 support	 their	 text	
constructions.	 It	 is	unreasonable	to	conceive	that	teachers	would	have	this	extensive	
knowledge	 of	 every	 app	 that	 is	 used.	 However,	 in	 reconceptualising	 the	 role	 of	 the	
teacher	who	uses	 technology,	 to	a	 facilitator	of	 learning,	 it	 is	 reasonable	 to	propose	
that	 the	 teacher	would	use	 their	 networks	 to	 advance	 their	 own	understanding	 and	
that	of	the	children	they	teach.	In	this	inquiry,	families,	consultants	and	other	children	
played	 important	 roles	 in	 advancing	 understanding.	 While	 this	 did	 not	 always	






to	 record	 his	 audio,	 Tate	 and	 Emma	 used	 iBooks	 Author	 to	 support	 participatory	
animation	with	the	support	of	a	visiting	IT	educational	consultant	and	Mischa	used	the	
ArtSet	 app	 to	 aid	 in	 visual	 editing.	 These	 resources	 offered	 new	 possibilities	 for	
meaning	making	with	 functions	such	as	embedded	widgets	providing	affordances	 for	
the	 creation	 of	 digital	 elements	 that	 the	 teacher	 selected	 resources	 did	 not.	
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their	 ideas	 (Kervin	&	Mantei,	 2016),	 they	 did	 require	 extended	 time	 to	 explore	 and	
experiment	with	 the	 vast	number	of	 resources	available.	Without	a	 clear	 criteria	 for	
what	 constituted	 an	 app	 that	 would	 be	 supportive	 for	 the	 digital	 literary	 text	
construction	they	were	planning	to	create,	this	became	a	frustrating	process	at	times	
throughout	 the	 inquiry.	 In	 addition,	 parental	 consent	 was	 needed	 to	 access	 new	
resources,	as	most	iPads	were	configured	with	parent	passwords	to	access	new	apps.	
Thus,	 there	 is	 a	 tension	 between	 the	 desire	 to	 limit	 access	 to	 apps	 chosen	 by	 the	
teacher	and	the	desire	to	provide	and	manage	open-ended	choices.		
	
The	 data	 in	 this	 inquiry	 suggest	 that	 if	 resources	 are	 limited	 to	 those	 the	 teacher	
selects,	then	the	risk	of	restraining	possible	ways	of	creating	and	distributing	meaning	
may	 become	 apparent.	 This	 was	 apparent	 for	 children	 who	 required	 additional	
resources	to	what	they	knew	to	fully	realise	their	planned	ideas	for	their	digital	literary	
text.	 Utilising	 only	 teacher-selected	 resources	 also	 increases	 the	 educator’s	
responsibility	to	be	knowledgeable	about	the	available	resources	for	digital	text	design	
and	the	technical	skills	required	to	teach	the	full	affordance	of	each	resource.	On	the	
other	 hand,	 giving	 children	 the	 opportunity	 to	 choose	 their	 own	 resources	 in	 an	
environment	where	the	staggering	number	of	apps,	websites	and	software	programs	is	








construction	must	 take	 into	 account	 both	 teacher	 and	 child	 select	 resource	 so	 that	




resource.	 In	 this	way,	 children’s	 ability	 to	 choose	 resources	 to	match	 the	 audiences	
and	topics	they	write	to	is	necessary	to	ensure	alignment	between	meaning	making	of	
the	text	and	distribution	to	an	audience.	However,	to	learn	about	the	new	possibilities	
for	 meaning	 making	 in	 digital	 literary	 texts	 and	 therefore	 the	 resources	 that	 are	
required	 to	 create	 them,	 this	 inquiry	 showed	 that	 modelling	 and	 opportunities	 for	
deconstruction	 of	 both	 resources	 and	 texts	 was	 needed.	 Contemporary	 writing	
pedagogies	 reflect	 this	 focus	 (Emmitt	 et	 al.,	 2015;	 Ljungdahl	&	March,	 2010)	where	
children	are	encouraged	to	write	to	make	increased	choices	 in	the	authoring	process	
by	 firstly	 participating	 in	 and	 experiencing	 in	 modelled	 and	 guided	 instruction.	
However,	 research	 into	 the	 importance	 of	 resource	 selection	 and	 use	 for	 the	
construction	of	digital	 texts,	such	as	digital	 literary	text,	 is	still	emerging.	This	 inquiry	
has	 shown	 that	 traditional	 writing	 pedagogies	 offer	 important	 insights	 for	 the	 way	
children	 use	 resources	 in	 digital	 literary	 text	 construction,	 however,	 retheorising	




(2013)	 offer	 a	 useful	 conceptual	 frame	 associated	 with	 new	 literacies	 as	 a	 possible	
guiding	 principle.	 Their	 work	 in	 new	 literacies	 asserts	 that	 as	 a	 result	 of	 a	 rapidly	
changing	 digital	 environment,	 it	 will	 be	 common	 for	 some	 children	 to	 be	 more	
technologically	 literate	 than	 their	 teachers.	 As	 a	 result,	 teachers	 will	 increasingly	
become	“orchestrators	of	learning	contexts	rather	than	dispensers	of	literacy	skills”	(p.	





For	 teachers,	 supporting	 children	 to	 self	 select	 resources	 for	 digital	 literary	 text	
construction	means	ensuring	the	online	environment	is	safe,	that	skills	and	strategies	
to	 access	 and	 critique	 available	 resources	 are	 taught,	 and	 ongoing	 opportunities	 for	
collaboration	amongst	students	to	share	resources	 is	available.	 	 In	this	way,	teachers	
both	 provide	 a	 model	 of	 instruction	 focussed	 on	 skill	 and	 knowledge	 building	
associated	 with	 effective	 resource	 selection	 coupled	 with	 social	 literacy	 practices	





explore	 and	 play	 with	 resources	 in	 pedagogical	 interactions	 encourages	 problem	
solving	 (Marsh	 &	 Hallett,	 2009),	 collaboration	 (Siraj-Blatchford,	 2009)	 and	 the	
exploration	of	real	world	connections	(Kervin,	2016).	In	consideration	of	digital	literary	




integrated	 into	 a	 resource	 with	 limited	 functions	 for	 sound.	 Time	 for	 collaboration,	
both	 at	 home	 and	 at	 school	 means	 children	 can	 engage	 with	 peers	 and	 family	
members	 to	 learn	 and	 teach	 one	 another	 about	 available	 resources;	 together	
becoming	experts	on	the	affordances	and	constraints	of	resources.	In	this	inquiry	time	
for	Sarah	to	collaborate	with	her	 family	supported	the	development	of	sophisticated	




Time	 to	 explore	 what	 publishing	 resources	 could	 be	 shared	 electronically	 to	 real	
audiences	was	a	consideration	for	all	children.		
	






that	 new	 forms	 of	 meaning	 creation	 and	 distribution	 were	 learnt.	 For	 example,	
Mischa’s	opportunity	 to	experiment	with	 images	 from	Google	 Images	and	edit	 them	
using	the	Art	Set	app	meant	that	she	could	create	unique	images	that	aligned	written	
and	visual	meanings.	 In	addition,	for	some	children	greater	opportunities	to	play	and	




Moreover,	 because	 digital	 resources	 are	 configured	 in	 remarkably	 different	ways	 to	
paper-based	resources,	having	time	to	play	and	explore	resources	in	schools	and	other	
contexts	 provides	 important	 opportunities	 for	 educators	 to	 learn	 about	 the	 ways	
children	engage	with	technology	as	they	read,	listen	and	communicate	(Kervin,	2016).		
Understanding	how	digital	resources	can	work	together	










in	 a	 digital	 environment	 proved	 difficult	 for	 children	 as	 they	 contemplated	 which	
resources	 would	 afford	 the	 production	 of	 different	 features,	 and	 how	 they	 could	
integrate	 these	 resources	 into	 a	 single	 text.	 Given	 all	 of	 the	 children	 used	multiple	






saved	 from	 the	 Internet	were	 never	 used	 in	 their	 final	 text.	 Given	 Sarah	 and	 Tate’s	




image	 selection	 for	 literary	 text.	 Because	 elements	 of	 character,	 setting	 and	 theme	
(Short	 et	 al.,	 2015)	 are	 important	 aspects	 of	 literary	 text,	 cohesion	 between	 these	
elements	in	the	visual	mode	is	necessary.	For	Tate,	this	resulted	in	him	using	the	same	
character	 image	 for	 each	 page	 although	 the	 event	 and	 characters	 emotion	 changed	
throughout	the	story.	This	therefore	caused	some	disconnect	between	image	and	text.	
For	Ben,	he	considered	that	the	image	of	character	needed	to	change	according	to	the	
event,	 however,	 he	 couldn’t	 find	 an	 appropriate	 resource	 that	 included	 the	 same	
character	 in	 different	 events	 and	 emotions.	 He	 therefore	 used	 different	 character	





the	construction	of	digital	 literary	text.	 It	 is	 important	to	guide	children	to	consider	a	
workflow	where	 literary	 text	characteristics	and	digital	and	multimodal	elements	are	
matched	to	the	available	resources	 in	consideration	of	 the	 final	publication.	 In	doing	
this,	as	Kress	(2013)	suggests,	texts	would	be	designed	with	intent,	by	choosing	specific	
environments	in	relation	to	a	specific	purpose	and	audience.		In	this	way,	the	process	










In	 respect	 to	 theory,	 the	 view	 of	 literacy	 as	 social	 practice	 conceptualises	 literacy	
practices	as	grounded	in	the	contexts	in	which	they	are	learned	and	practised	(Barton	
et	 al.,	 2000).	 Furthermore,	 the	 different	 social	 contexts	within	which	 literacy	 events	
and	practices	are	enacted	demand	the	use	of	certain	texts	in	particular	ways	(Comber	
&	Cormack,	1997).	This	inquiry	takes	the	view	that	the	context	in	which	children	learn	
about	what	 counts	as	 literacy	 in	 the	classroom	 is	 important,	 and	 that	 teachers	must	
choose	 from	 many	 possibilities	 when	 deciding	 what	 to	 teach	 students	 (Comber	 &	
Cormack,	1997;	Baker	&	Freebody,	1993).	Findings	from	the	analysis	demonstrate	how	




practices.	 Children	 as	 writers	 should	 be	 proficient	 users	 of	 both	 print	 and	 digital	





distribution	 of	 meaning.	 An	 alternative	 perspective,	 therefore,	 may	 be	 the	 one	
captured	 in	 part	 by	 the	 term	 ‘new	 literacies’,	 in	 that	 print-based	 practices	 are	 no	
longer	sufficient	given	new	textual	designs.	This	perspective	recognises	that	research	
plays	 an	 important	 part	 in	 exploring	 the	 new	 literacy	 practices	 required,	 and	 that	




The	 writing	 practices	 that	 these	 children	 enacted	 during	 digital	 literary	 text	
construction	may	serve	as	an	encouragement	to	cautiously	consider	the	expectations	
of	the	AC:E	regarding	classroom	practices.		





texts	 and	 use	 software	 to	 support	 text	 creation	 (ACARA,	 2015).	 Augmentative	 and	
alternative	 forms	 of	 communication,	 such	 as	 spoken	 text	 are	 encouraged	 in	 all	
schooling	years,	with	the	inclusion	of	the	terms	‘create’	and	‘compose’	referencing	the	
significance	 of	 spoken,	 written	 and	 multimodal	 texts	 in	 print	 or	 digital	 form.	 This	
integration	 of	 technology	 and	 literacy	 has	 received	 support	 from	 established	
researchers	such	as	the	New	Literacies	team	(Leu	et	al.,	2013)	who	recognise	AC:E	as	
an	 important	 step	 towards	 changing	 the	 nature	 of	 literacy	 in	 a	 technologically	
mediated	world.		
However,	a	close	examination	of	 this	policy	reveals	some	 important	 insights	 into	the	
role	 of	 print	 as	 a	 dominant	 form	 of	 digital	 text	 construction.	 For	 example,	 when	
considering	the	content	descriptors	in	English	in	relation	to	the	construction	of	digital	
texts	in	Year	5,	there	appears	to	be	a	subtle	expectation	that	while	children	are	asked	
to	create	digital	 texts	by	communicating	meaning	 in	written,	visual	and	audio	 forms,	
the	design	of	visual	and	audio	modes	 is	 limited	 to	selecting,	editing	and	placing,	not	
constructing:			




that	 technology	 demands	 by	 recognising	 visual	 and	 audio	modes	 in	 communicating	
meaning,	 when	 it	 comes	 to	 construction,	 written	 text	 is	 privileged.	 In	 the	 present	
inquiry	there	was	evidence	to	suggest	that	this	 is	concerning.	Children	 in	this	 inquiry	
who	selected,	edited	and	placed	visual	and	audio	modes	within	written	text,	instead	of	
constructing	these	modes,	often	compromised	the	meaning	of	their	texts.	For	example	
the	 selection	 of	 images	 from	 Google	 Image	 and	 websites	 such	 as	 Storybird.com	
resulted	in	a	lack	of	cohesion	between	characters	and	settings,	with	written	and	visual	
modes	often	not	aligning.	Additionally,	 audio	modes	 such	as	 sound	 tracks	 that	were	
selected,	 edited	 and	 placed,	 often	 did	 not	 match	 the	 meaning	 of	 the	 story.	 In	
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comparison,	 children	 who	 attended	 more	 closely	 to	 the	 design	 of	 visual	 and	 audio	
modes	by	constructing	 their	own	moving	 images	and	sound	effects	achieved	a	more	
cohesive	 and	 integrated	 relationship	 between	 print	 and	 digital	 elements.	 In	 these	
instances,	writing	practices	such	as	recording,	narrating	and	manipulating	were	utilised	
to	 convey	meaning	 across	 various	 digital	 elements.	 It	 appears	 that	 although	 skill	 in	
using	 digital	 forms	 of	 communication	 is	 viewed	 as	 an	 important	 goal	 of	 current	
educational	 agendas	 (ACARA,	 2015)	 in	 reality	much	 is	 still	 to	 be	 explored	 to	 ensure	
digital	construction,	not	just	communication,	is	given	primacy	in	policy	and	practice.		
Practice	
Findings	 from	 the	 inquiry	 also	 offer	 new	 possibilities	 for	 classroom	 practices,	 as	
teachers	 consider	 what	 ‘counts’	 as	 text	 and	 writing	 pedagogy	 in	 their	 classrooms.		
Findings	from	the	analysis	of	the	data	from	this	inquiry	indicate	that	the	ways	children	
defined	 text	 and	 writing	 influenced	 the	 ways	 they	 constructed	 their	 digital	 literary	
texts.	This	is	not	surprising	given	findings	from	past	research	that	a	writer’s	perception	
of	himself	or	herself	influences	what	he	or	she	writes	(Woo,	et	al.,	2011).	However,	it	
does	bring	 to	 attention	 the	need	 for	 educators	 to	broaden	 children’s	perceptions	of	
text	and	new	possibilities	for	meaning	making.		
	
While	children	 in	 this	 inquiry	experimented	with	the	discrete	role	 that	digital	writing	
practices	 and	elements	 can	 contribute	 to	 the	overall	meaning	of	 text	 (Jewitt,	 2008),	
print	 dominated	 the	 practice	 and	 textual	 elements.	 While	 this	 isn’t	 necessarily	 a	
concern,	it	does	highlight	the	tendency	for	classroom	practices	associated	with	digital	
writing	 to	 be	 embedded	 in	 print-based	 models.	 For	 example,	 children	 may	 always	
begin	text	construction	by	writing	down	ideas.	Instead,	perhaps,	they	could	use	audio	
recorders	 to	 document	 ideas,	 or	 engage	 with	 images	 to	 develop	 these	 early	 plans.	
Additionally,	 children	may	 always	 associate	 the	 concept	 of	 text	with	 print,	 and	 only	








understanding	 of	 what	 resources	 the	 children	 in	 this	 inquiry	 used	 in	 their	 text	
construction,	 and	 how	 they	 used	 them,	 offers	 important	 insights	 for	 classroom	
practice.		
	
Teachers	 need	 to	 work	 with	 children	 to	 teach	 them	 the	 affordances	 of	 available	
resources,	while	also	enhancing	their	literacy	skills	and	their	ability	to	research,	select	
and	 experiment	 with	 the	 available	 resources	 found	 on	 digital	 platforms.	 Such	 an	
approach	will	 enable	 children	 to	 learn	 explicitly	 about	 teacher-selected	 resources.	 It	
will	 also	 give	 them	 the	 opportunity	 to	 learn	 how	 to	 select	 their	 own	 resources	
appropriately.		
	
Rich	 opportunities	 such	 as	 digital	 literary	 text	 deconstruction	 and	 construction	
focussed	on	meaning	making	practices	and	technical	skills	associated	with	literary	text	






An	 awareness	 of	 calls	 for	 further	 research	 highlighted	 in	 the	 literature	 review,	 in	
addition	 to	 new	 curriculum	 expectations	 in	 the	 AC:E	 culminated	 in	 the	 researcher	
raising	two	questions	for	investigation:		
• What	writing	practices	do	six	Year	5	children	enact	during	digital	 literary	 text	
construction?	
• 	How	 do	 these	 six	 Year	 5	 children	 select	 and	 utilise	 resources	 during	 digital	
literary	text	construction?	
The	current	inquiry	found	a	complex	relationship	between	the	practices	and	resources	
associated	 with	 digital	 literary	 text.	 The	 six	 case	 portraits	 presented	 in	 this	 inquiry	
demonstrate	that	the	new	terrain	of	digital	literary	text	construction	reflects,	extends	
and	diversifies	what	we	 already	 know	about	writing	 construction.	 They	 also	 confirm	
we	have	much	 to	 learn	about	how	 to	 incorporate	 the	 construction	of	digital	 literary	
texts	 in	 to	 classroom	 experiences.	 Conforming	 to	 the	 modes	 whilst	 simultaneously	
considering	the	affordances	of	technology	created	some	powerful	and	often	dynamic	




Furthermore,	 the	 resources	 the	 six	 children	 selected	 and	 utilised	 enabled	 them	 to	
create	 meaning	 in	 multiple	 and	 unique	 ways	 in	 comparison	 with	 print-based	
construction.	 The	 discussion	 of	 the	 resources	 used	 highlighted	 the	 importance	 of	





the	 writing	 practices	 and	 associated	 resources	 has	 emerged,	 one	 that	 is	 chiefly	
informed	 by	 literacy	 as	 social	 practice	 and	 new	 literacies	 theoretical	 orientations,	









































































































































































































































The	 role	 of	 reading	 strategies	 in	 interactive	 vocabulary	 in	 a	 digital	 reading	











































































































































































































































































































































































































































































Schultz,	 K.	 (2006).	Qualitative	 research	 on	writing.	 In	 C.	MacArthur,	 S.	 Graham,	&	 J.	






















































































































































Modes:	 In	 this	 thesis	 the	 term	 modes	 refers	 to	 the	 semiotic	 resources	 used	 for	











1980’s-1990’s	 (Gee,	1991;	 Street	1996)	 representing	 literacy	not	as	 an	acquisition	of	
skills	 but	 instead	 as	 a	 social	 practice.	 NLS	 recognises	 that	multiple	 literacies	 vary	 in	
time,	 space	and	power	 relations	 (Street,	 2012).	 In	 consideration	of	 the	paradigmatic	
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Dear Ms Lipscombe 
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Ethics Number: HE13/336 
Project Title: An exploration of five (5) year five learners’ reading and writing 
practices of digital literary texts. 
Researchers: Ms Kylie Lipscombe, A/Professor Lisa Kervin, Dr Jessica Mantei 
Approval Date: 12 September 2013 
Expiry Date: 11 September 2014 
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with the National Statement and approval of this project is conditional upon your continuing 
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Office prior to the expiry date. 
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x proposed changes to the protocol including changes to investigators involved 
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x unforseen events that might affect continued ethical acceptability of the project. 
Please note that approvals are granted for a twelve month period. Further extension will be 






Research Project: An exploration of Year five learners’ reading and writing practices of digital 
literary text. 
 
Researcher:                          Kylie Lipscombe 
Research Supervisors: A/Prof Lisa Kervin and Dr Jessica Mantei 
 
This information sheet gives details about a research project that a PhD student from the University of 
Wollongong, Mrs Kylie Lipscombe would like to carry out in a Year five classroom at your school during 
Term 4.  Kylie is a trained primary teacher and former assistant principal who has worked in the 
education system for 15 years. She is currently a Literacy and Language lecturer at the University of 
Wollongong and is completing her PhD.  Kylie intends to explore the ways that Year 5 children use iPads 
to read and create digital stories. 
 
Who is involved? 
One Year 5 teacher and five (5) Year 5 students are invited to participate in this research study. The study 
is interested in exploring the literacy practices of Year 5 students who are competent readers and writers 
and confident users of technology. Classroom literacy assessment data and teacher recommendations 
would inform the selection of children. 
 
What will the participants do? 
The Year 5 teacher will be invited to participate in a semi-structured interview at the beginning of the 
study. Questions will focus on the teacher’s pedagogical practices in reading and writing digital texts over 
the past 10 months. The teacher will also be invited to view two selected texts that have been 
recommended by the Board of Studies for Year 5 students and asked to provide any insights and 
predictions that these two texts will provide for the five selected student participants. Examples of the 
questions/prompts the teacher may be asked include: 
• Can you tell me about the way you have integrated iPads into the literacy program this year? 
• How do the students in your class participate in digital reading and writing? 
• What are your thoughts about the level of text and the participants ability to read them? 
Following, six (5) Year 5 children will be interviewed about their experiences and interests of reading and 
writing using the iPad and other associated technologies. During the normal reading time in the classroom 
the five selected children will then be invited to work with the researcher to read two digital stories 
independently that have been recommended as suitable texts for Year 5 students by the NSW Board of 
Studies.  Whilst reading, students can share their thoughts about the text with the researcher. After 
reading the two stories, children will also be invited to answer some further questions about the text. 
Examples of the questions/prompts the students may be asked include: 
• Tell me a little about the stories you read. 
• Can you tell me a little about the iPads you use in school?  
• Do you prefer to read stories using your iPad or in a book?  
• What do you think the story was about? 
• How do you think the story was created?  
 
Next children will be invited to create their own digital literary text using their iPad. It is anticipated that 
these digital writing experiences will take place during the normal writing time in the classroom, or a time 
determine by the teacher. After completion, students will have the opportunity to share and celebrate their 
digital literary text with the rest of the class. The children’s stories will be recorded and taken home to 
share with parents. 
 
What will the researcher do? 
The researcher will meet with the teacher for two 15 minute interviews, one at the beginning and one at 
the end of the data collection period.at a time appropriate for the teacher. The researcher will also work 
with the six selected student participants for a period of approximately 15 sessions each. It is anticipated 
that the duration of each session will be approx. 20-40 minutes during the normal literacy learning time. 
While working with the student participants, there are no expectations on the classroom teacher other than 
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to have the researcher work in or near the classroom. The researcher will collect the following 
information (data) from the participants: 
- Results from the interviews with the teacher 
- Results from the interviews with students before and after the reading 
- Recordings of conversations that the students have as they read and write the digital stories 
- A recording of a sharing session in the classroom. The researchers will listen to this interview at 
a later date as part of their analysis 
- A copy of the students’ final stories and associated work samples 
The data will be analysed and the findings reported in journal and conference proceedings (with care 
taken to protect the identity of the participants and school throughout this process though pseudonyms). 
 
How will the participants’ rights be respected? 
The research is conducted under the auspices of the University of Wollongong and as such will adhere to 
strict ethical guidelines. For example, when reporting the findings about the ways that children read and 
write digital literary stories, no participants will be identified and data kept strictly confidential.  Further, 
privacy issues will be addressed by: 
• The researcher will store all data collected. 
• Hard copy data will be kept in a locked filing cabinet at the University. 
• Any computer files or images will be stored on a computer at the University under 
password protection (known only to the researcher) 
• At the conclusion of the research, images, recordings and field notes will remain stored 
in a locked filing cabinet at the University. 
• No school, student or teacher names will accompany any data used. Pseudonyms will be 
used during reporting and publication. 
What are the benefits of participating in this study? 
Having the knowledge, skills and processes to read and write digital literary text will play a significant 
role in our students’ literary achievements in a digital age. In Australia, primary school students at every 
year level are expected to engage with and create digital literary text. It is critical that the education 
system learn about the practices that they must use to be successful users and producers of these types of 
text if we seek to adequately prepare our students for the reading and writing demands in a 
technologically progressive environment. This study seeks to break new ground in an area where there is 
a lack of both theory and practice of the reading and writing practices of digital literary text. 
The nature of this study means that the students, the classroom teacher and the school can benefit from 
the research study. The students will have the opportunity to participate in digital literary reading and 
writing experiences that they may not have had the opportunity to do before. They may be identified as 
class experts in this area and will have the opportunity to share this knowledge with their peers in future 
classroom experiences. The teacher will be given the text analysis of the two recommended digital 
literary texts by the BOS, that students will be invited to read. This may inform future literacy teaching in 
the classroom. The school will also be given, free of charge, the iPad applications for The Fantastic 
Flying Books of Mr Morris Lessmore on five class iPads, the texts selected for the research. 
Participation in this research is voluntary; all participants are free to withdraw from the research at any 
time. Refusal to participate or withdrawal of consent will not affect any relationship with the University 
of Wollongong. If you have any concerns about the study or would like to withdraw, you should talk to 
Kylie Lipscombe (02 4221 3895) or her Principal Supervisor Lisa Kervin (02 4221 3968). Concerns with 
the conducting of the research can be addressed to the Complaints Officer, Human Research Ethics 
Committee, University of Wollongong on 02 4221 4457 or via email at RSO-Ethics@uow.edu.au.  
 
 
Thank you for your support in this study.  I hope that you will find your school’s involvement to be 























interview	at	 the	beginning	and	end	of	 the	study.	They	will	also	be	 invited	 to	view	the	 two	digital	
literary	texts	that	the	students	will	be	reading.	
	
• I	 understand	 that	 six	 students	 from	 one	 Year	 5	 classroom	 will	 be	 involved	 in	 approximately	 15	




















































XXX	 and	 a	 small	 group	 of	 children	 from	 her	 class	 will	 only	 be	 involved	 in	 the	 data	 collection	 of	 this	
project.	Your	child	 is	one	of	a	group	of	students	that	XXX	has	chosen	from	her	class	because	Patrick	is	












iPad.	 The	 NSW	 Board	 of	 Studies	 has	 recommended	 these	 digital	 stories	 as	 suitable	 texts	 for	 Year	 5	
students.	Whilst	reading,	XXX	will	be	invited	to	share	thoughts	about	the	text	with	the	researcher,	Kylie	






construction	 of	 the	 digital	 story	 XXX	 may	 be	 asked	 to	 share	 the	 processes	 he	 has	 used	 with	 the	
researcher	Kylie	Lipscombe.	Once	the	digital	story	in	complete	all	students	will	be	invited	to	share	and	








Kylie	 Lipscombe	will	work	with	 the	 selected	children	one	on	one	 for	approximately	15	 short	 sessions.	
She	will	collect	the	following	information	(data)	from	the	children:	
- Results	from	the	interview	before	and	after	the	reading.	This	interview	will	be	audio	recorded.	
- Recordings	of	 conversations	 that	 the	children	have	as	 they	 read	and	write	 the	digital	 stories.	
This	will	be	video	recorded.	The	researchers	will	listen	to	this	interview	at	a	later	date	as	part	of	
their	analysis.	



























Having	 the	 knowledge	 and	 skills	 to	 read	 and	write	digital	 stories	 play	 a	 significant	 role	 in	our	





are	many	benefits	of	participating	 in	 the	digital	activities	outlined	above.	Patrick	will	have	 the	
opportunity	to	extend	his	digital	reading	and	writing	skills	one	on	one	with	a	qualified	teacher.	
XXX	will	also	be	able	 to	publish	a	digital	 story	 to	share	with	 the	class	and	take	home	to	share	
with	parents/guardians.	XXX	may	learn	more	about	himself/herself	as	a	digital	user	through	the	










§ Participation	 in	 this	 research	 is	 voluntary;	 all	 participants	 are	 free	 to	 withdraw	 from	 the	
research	 at	 any	 time.	 Refusal	 to	 participate	 or	 withdrawal	 of	 consent	 will	 not	 affect	 any	
relationship	with	 the	University	of	Wollongong.	 If	 you	have	any	 concerns	about	 the	 study	or	
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would	 like	 to	 withdraw,	 you	 should	 talk	 to	 Kylie	 Lipscombe	 (02	 4221	 3895)	 or	 her	 Principal	
Supervisor	 Lisa	 Kervin	 (02	 4221	 3968).	 Concerns	with	 the	 conducting	 of	 the	 research	 can	 be	
addressed	 to	 the	 Complaints	 Officer,	 Human	 Research	 Ethics	 Committee,	 University	 of	
Wollongong	on	02	4221	4457	or	via	email	at	RSO-Ethics@uow.edu.au.		
	



















































3895).	 If	 I	 have	 any	 complaints	 regarding	 the	 manner	 in	 which	 the	 research	 is	 or	 has	 been	

































is	 interested	 in	 exploring	 the	 literacy	 practices	 of	 Year	 5	 students	 who	 are	 competent	 readers	 and	








provide	 for	 the	 five	 selected	 student	 participants.	 The	 answers	 from	 the	 interview	 will	 be	 used	 to	
provide	background	information	into	the	observations	of	the	six	student	participants	in	your	classroom.	
You	 will	 also	 be	 invited	 to	 identify	 these	 six	 students	 using	 classroom	 literacy	 assessment	 data	 to	








have	 been	 recommended	 as	 suitable	 texts	 for	 Year	 5	 students	 by	 the	NSW	Board	 of	 Studies.	 	Whilst	









Next	 children	 will	 be	 invited	 to	 create	 their	 own	 digital	 literary	 story	 using	 their	 iPad.	 These	 digital	
writing	 experiences	 will	 take	 place	 during	 the	 normal	 literacy	 teaching	 and	 learning	 time	 in	 the	
classroom,	 or	 at	 a	 time	 deemed	more	 appropriate	 by	 you.	 After	 completion,	 students	 will	 have	 the	








beginning	 and	 conclusion	of	 the	 study,	 at	 a	 time	 that	 is	 appropriate	 for	 you.	 The	 researcher	will	 also	
work	with	the	five	selected	student	participants	for	approximately	15	sessions	each.	It	is	anticipated	that	
the	 duration	 of	 each	 session	will	 be	 approx.	 20-40	minutes	 during	 the	 normal	 literacy	 learning	 time.	
While	working	with	the	student	participants,	there	are	no	expectations	on	the	classroom	teacher	other	


























Having	the	knowledge,	skills	and	processes	 to	read	and	write	digital	 literary	 text	will	play	a	significant	
role	in	our	students’	literary	achievements	in	a	digital	age.	In	Australia,	primary	school	students	at	every	
year	 level	 are	expected	 to	engage	with	and	 create	digital	 literary	 text.	 It	 is	 critical	 that	 the	education	
system	learn	about	the	practices	that	they	must	use	to	be	successful	users	and	producers	of	these	types	
of	 text	 if	 we	 seek	 to	 adequately	 prepare	 our	 students	 for	 the	 reading	 and	 writing	 demands	 in	 a	
technologically	progressive	environment.	This	study	seeks	to	break	new	ground	in	an	area	where	there	
is	a	lack	of	both	theory	and	practice	of	the	reading	and	writing	practices	of	digital	literary	text.	
The	 nature	 of	 this	 study	means	 that	 the	 students,	 the	 classroom	 teacher	 and	 the	 school	 can	 benefit	
from	the	research	study.	The	students	will	have	the	opportunity	to	participate	in	digital	literary	reading	
and	 writing	 experiences	 that	 they	 may	 not	 have	 had	 the	 opportunity	 to	 do	 before.	 They	 may	 be	
identified	as	class	experts	in	this	particular	area	and	will	have	the	opportunity	to	share	this	knowledge	











the	 conducting	 of	 the	 research	 can	 be	 addressed	 to	 the	 Complaints	 Officer,	 Human	 Research	 Ethics	
Committee,	University	of	Wollongong	on	02	4221	4457	or	via	email	at	RSO-Ethics@uow.edu.au.		
	






























six	 (6)	 competent	 readers,	 writers	 and	 digital	 technology	 users	 in	 my	 classroom.	 The	




each.	 Each	 student	will	 be	 completing	 two	digital	 literary	 text	 readings	 and	one	 creation	of	 their	
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